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Abstract

In the development of a distance learning curriculum the appropriate choice of media,
in terms of both presentation of course materials, and of the approach to providing
tutorial and other support, is a key question that needs to be addressed at the outset.
However, very few studies provide guidelines for distance learning facilitators to help
them in choosing these delivery methods. This study aimed to propose an Open
Distance Learning (ODL) delivery model for a third level course in Sports
Development and in doing so identifies a number of criteria which may be used by
institutes when deciding on their distance learning delivery methods.

In order to develop an ODL delivery model the research began by examining the
course content and developing a curriculum plan. The purpose of this was to identify
the teaching and learning strategies most appropriate to the proposed curriculum plan
(or module(s) or programme). The costings of the various delivery methods for both
the providing institute and the prospective students were then identified and the
feasibility of each of the delivery methods was examined.

In addition, an online

questionnaire was developed to collect feedback on the effectiveness of each delivery
method as a mode of delivery for education from those who have already taken
distance-learning courses using these methods. Thirty-three designated people in 27
third level institutes within Europe were contacted by email. The communication
included a link to the online questionnaire, which the contacts were asked to forward
to their distance-learning students. In all, 30 students replied and feedback from these
respondents together with data on availability and the analysis of costings formed the
basis of a final delivery package for the proposed Sports Development course.

In today’s Information Age, learning is no longer confined within the four walls of a
classroom. The instructor, armed with a text book, is no longer the sole source of
educational experience (Yoakam, 1995). This study found that through the media of
CD ROM with a web front end, recorded audio and video, electronic chat, and
occasional classroom sessions, the Institute of Technology Tralee can connect remote
adult learners with educational experiences.

Chapter 1

1: Introduction
A quick glance over the past thirty years or so shows how rapidly education patterns
have changed. The pace of change is fast and likely to get faster. It seems that the
natural curiosity will and should be transformed via the lifelong learning framework
into a learning revolution.

Different requirements in education mirror different

requirements in society and in industry. In addition, different teaching approaches
and learning methods appear in use in order to facilitate the learning process and
support different learning styles (Berki and Georgiadou, 2001).

The fundamental aim of this research is to propose an Open Distance Learning (ODL)
delivery model for a third level course in Sports Development.

Currently, if a

department within the Institute of Technology, Tralee, wished to deliver a course by
means of ODL there is no framework available to guide them in their choices of what
delivery methods should be used to deliver the course at a distance.

According to

research carried out by the ODL Taskforce (2000), the appropriate choiee of media in
terms of both the presentation of course materials and of the approach to providing
tutorial and other support is a key question that needs to be addressed at the outset.

The Health and Leisure Department in the Institute of Technology Tralee have
proposed the introduetion of an ODL course in Sports Development.

Once they

completed the development of the syllabus for this course the question arose as to
what delivery methods should be used and how the Institute should go about making a
decision related to these delivery methods.

This study will use the Sports

Development course as a means of carrying out its research. It does not suggest that
the institute should administer the proposed Sports Development eourse as that is not
the matter under discussion in this study.

The purpose of this research is to

recommend a model of delivery for the proposed third level course in Sports
Development by ODL. The intention is that the method used to determine this model
eould be applied in any discipline to assess which methods to use to deliver an ODL
course in that area. As will be seen later in this study, deciding on a mode of delivery
is all part of the Curriculum Planning process and therefore this researeh will follow
that process in order to compose a series of recommendations for methods of delivery.

1.1

Rational for Research

In 1985, the National Council of Education Awards produced a report entitled
''Extending Educational opportunity through NCEA awards by distance learning''’ in
which they pointed out that, even though enrolments in higher education had
increased substantially in the previous 20 years, a large sector of the population still
did not share the benefits of education. This report pointed out the obvious need to
develop the ‘non-foimal system’ so as to extend educational opportunity both socially
and geographically. Furthermore, it suggests that “distance learning is one of the
methodologies which can extend educational opportunity significantly, and do so at a
reasonable cost,” (NCEA, 1985, p3).

In September 1999, the Council of Directors of the Institutes of Technology
established ‘The Open and Distance Learning Task Force’, and they recommended
that the Institute of Technology sector should respond to the threats and opportunities
offered by ODE as a matter of urgency (ODE Task Force, 2000).

Furthermore, the Department of Education and Science (DES) released a white paper
on adult education (2000) highlighting the need for renewed focus by education and
training providers on creating flexible options for those in the workforce to combine
employment, learning and family responsibilities. The white paper expressed “an
urgent need to increase the range of flexible learning options through increased use of
distance learning, part-time courses, and sandwich and summer options”, (DES,
2000,pl31).

In addition to the aforementioned reports the Irish Government's

National Development Plan (2000-2006) states that access to educational
opportunities, needs to be improved upon. The plan also states that commitment to
open-access courses has been articulated: “Lifelong learning for the employed persons
& the general public will be guided by 2 principals .... 2) through the provision of
part time, evening, weekend and open-access courses for the general public.
Provision for this measure will amount to £11M, £7.7M in the Southern & Eastern
Regions.” (National Development Plan, 2000, pi00)

The Task Force (2000) interpreted ODE as educational provision making use of the
new communication technologies in combination with more traditional methods of

delivery. While recognising that the web-based technologies and satellite offer great
opportunities, the Task Force recommended that the decision of what modes of
delivery to choose should be driven by the needs of the learners and not simply by
technology. They also pointed out that the availability and costs of technology should
be taken into account when deciding on ODL delivery methods. Likewise, Rowntree
(1982) asserts that the decision on what modes and media to use should depend on the
nature of the learning objectives. He goes on to suggest that such decisions should
take into consideration the availability of the media.

As previously mentioned satisfying student needs is one of the main concerns when
choosing ODL delivery methods. However, factors such as learner satisfaction with
distance education delivery systems have not been widely addressed in the literature.
The study carried out by Gillis et al. (2000) suggests that student input into decisions
about adoption of distance education delivery methods or continuing use of
technology in distance delivery is highly desirable. According to Gillis et al. student
satisfaction with delivery methods and integration of technology should be a major
consideration in the adoption process.

Gillis also suggests that cost is an important

factor to consider when selecting technology.

If students cannot justify spending

resources on the technology or do not have easy access to it, then alternative media
must be considered.

Navarro and Shoemaker (2000) in their study of the Performance and Perceptions of
Distance Learners in Cyberspace, found that few studies have assessed the extent to
which students are satisfied with distance learning apart from the reports of Harrison
et al., 1991; Barker, 1987; Barron, 1987; Lienau, 1987; and Abel and Creswell, 1983.
Biner, Dean, and Mellinger (1994) observed that, when satisfaction measures are
incorporated into research efforts, they are often given little attention in the final
publication (Souder, 1993; Wagner, 1987). This is a surprising gap in the literature
because, as Biner (1993) has noted, high distance learner satisfaction should result in
lower dropout rates.

Satisfied distance learners are less likely to withdraw from

classes for non-academic reasons, while dissatisfied distance learners are more likely
to have low motivation.

As a result of reviewing the literature in this area, the researcher has identified that,
even though many authors have stated the need to consider all the major factors
mentioned above, it is not possible to pinpoint a single study combining each of these
major factors, which could be used as a guide to choosing delivery methods for future
ODL course developers. It is indicated therefore, that the growing appreciation for
the concept of lifelong learning, the increasing regard for Distance Learning, and the
surprising shortage of studies researching methods of determining the most suitable
delivery methods for a course, all point to the need for this research.

1.2

Objectives
1. To outline the elements of the various distance learning delivery methods.

2. To examine the content of the proposed Sports Development course in order to
identify the teaching and learning strategies appropriate for the various
elements involved.

3. To suggest delivery methods that would best facilitate these teaching strategies
and different learning styles.
4. To develop a set of criteria suitable to assess viability of each of the delivery
methods.

5. To produce a series of recommendations for the delivery of the proposed ODL
course in Sports Development.

Working towards the proposal of an ODL model for the proposed Sports
Development course, the research began by examining the proposed course content to
identify learning objectives, as part of the development of a curriculum plan. This
helped identify the appropriate teaching and learning strategies. This information
together with other variables such as, the cost of a delivery method, the availability of
a delivery method, and the effectiveness of a delivery method to date in the area of
education according to students who have already used them, enabled the researcher
to produce a series of recommendations for the delivery of the proposed ODL course.
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An examination of the current situation in the third level sector in Ireland reveals a
drop in first year students. There is a need, therefore, to access third level students in
alternative ways.

Open distance learning offers students considerable benefits,

including increased access to learning, lifelong learning opportunities, and
convenience of time and place. It may be essential for those learners who cannot
attend a full time classroom based third level course because of factors such as
employment, child-care demands, disability, or remoteness of the location where they
live. Ryan et al., (2000) state that universities and other providers are responding to
these changing demands by increasing the flexibility of their provision, offering a
greater range and variety of courses that can be studied in various modes and by a
number of means, including part-time attendance and distance learning.

This

increasing need for greater access also points to a need for this study.
Although this research is concerned particularly with a Sports Development course,
which has already been proposed by the lecturers in the Health and Leisure
department as a distance-learning course, a similar model can be applied to any third
level course which an institute believes necessitates itself to open distance learning.
Finally, in reiteration of a point previously made, this research does not aim to have
an Open Distance learning course in Sports Development approved by the institute, it
is merely making informed recommendations based on the research carried out as to
what delivery methods are most appropriate for the delivery of such a third level
course.

1.3

Chapter Outlines

Chapter 2 reviews curriculum development plans. In order to design any new course
a detailed curriculum plan needs to be developed.

Opinions on what steps an

educationalist should follow when designing a new curriculum are plentiful but not
that dissimilar.

This chapter reviews numerous authors’ opinions on how a

curriculum should be developed.

Chapter 3 reviews the various distance learning delivery methods in use. This section
begins by reviewing the origins of Open Distance Learning and clarifying some
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definitions specific to this discipline. The chapter then goes on to discuss the
attributes of the various Open Distance Learning Delivery Methods which are being
reviewed in this study.

Chapter 4 begins with a discussion on learning theories and learning styles in order to
identify how individuals learn. If an instructor has an understanding of how their
students learn it is then easier to decide on what teaching strategies to use to
accommodate these students. The chapter concludes with an overview of the various
teaching strategies used in open distance learning.

Chapter 5 explains the methodology used in this study. The aim of this research is to
propose an Open Distance Learning (ODL) delivery model for a third level course in
Sports Development. In this chapter the objectives are listed and the methods being
used to achieve these objectives are then explained.
Chapter 6 provides an analysis of the questionnaire results. An online questionnaire
was designed and administered as part of this study. This chapter lays out the results
for each question that was asked.

Chapter 7 provides an estimated costing for each delivery method over one academic
year. Each delivery method is considered under two headings; ‘Cost to the Institute’
and ‘Cost to the Student’. Within the ‘Cost to the Institute’ section, figures are given
for Hardware, Software, Development and Delivery costs that the institute would
incur.

Within the ‘Cost to the Student’ section, figures are given for Hardware,

Software, and Participation costs that the student would incur.

Chapter 8 examines the sports development course in order to identify the teaching
and learning strategies appropriate for the various elements involved. It then goes on
to recommend delivery methods that would facilitate these strategies.

Chapter 9 provides a list of the conclusions drawn from this study, highlights
limitations of the study and details recommendations for further developments and
research that could be carried out as a result of the study.
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Chapter 2

2: Educational Technology and Curriculum Development
2.1

Introduction

n order to design any new eourse a detailed currieulum plan needs to be developed.
Dpinions on what steps an educationalist should follow when designing a new
:urriculum are plentiful but not that dissimilar.

This chapter reviews numerous

iuthors’ opinions on how a curriculum should be developed.
2.2

Curriculum Development

Derek Rowntree (1982) and many other educationalists (Sauve, 1993; Butts, 1986;
"orsythe, 1983) state that Educational Technology is the most generally applicable
:brm of curriculum development.

As is demonstrated over the next number of

paragraphs, it is very suited to the design of a distance learning curriculum.

Educational technology is a term widely used in the field of education (and other
areas), but it is often used with different meanings. The word technology is used by
some to mean hardware - the devices that deliver information and serve as tools to
accomplish a task - but those working in the field use technology to refer to a
systematic process of solving problems by scientific means.

Hence, educational

technology properly refers to a particular approach to achieving the ends of education
(Ely, 2000). For the purpose of this research. Educational Technology refers to a
form of curriculum development that considers the design of a course in its entirety.

Since its beginnings, educational technology has been particularly concerned with
learning in individualised situations. Programmed learning was the first manifestation
of this preoccupation and consisted of elaborating meticulously planned and
controlled teaching systems tailored to the individual situation.

Yet distance

education requires these situations where the student is isolated for the most part, and
must work solitarily.

It is not therefore surprising that educational technology

considers that its underlying principles and methods are necessary for the success of
ciistance education (Sauve, 1993). According to Sauve several authors have pointed
cut the direct relationship between distance education and educational technology.
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During the last twenty years, more and more sophisticated tools and teaching
materials have entered the classroom. They have not always added much to the
amount of learning taking place and have sometimes antagonised the teacher and
student alike. Hence, many educational technologists have begun to look beyond the
individual components and strategies of the teaching/leaming system. They have
become concerned with understanding the system as a whole. Identifying aims and
objectives, planning the learning environment, exploring and structuring the subject
matter, selecting appropriate teaching strategies, helping students develop new ways
of learning, evaluating the effects and effectiveness of the teaching/leaming system,
and using the insights gained from evaluation to understand that system and, where
possible, improve it - this is now the province of the educational technologist
(Rowntree, 1982). Thus in order to design any course, the educational technologist
needs to look at the system as a whole, and whether the course is to be delivered faceto-face or from a distance, it needs a detailed curriculum plan.

According to Andrusyszyn et al. (1999) designing a program offered through distance
media requires careful planning. The design should address the nature of the learner,
the educator, and the content, and well as the fit between content and delivery
methods. Willis, (1992a) states that although instructional development models and
processes abound, the majority follow the same basic stages of design, development,
evaluation, and revision.

While it is possible, even appropriate on occasion, to

shorten the instructional development process, Willis points out that, it should be done
only after considering the needs of the learner, the requirements of the content, and
the constraints facing both teacher and students.

A curriculum is a plan concerned with the purpose and content of what is to be
learned.

It anticipates the results of instmction.

Instruction is the process of

delivering the curriculum. A curriculum plan involves more than just outlining the
syllabus or identifying a list of subjects to be thought as part of a cumculum. ‘The
curriculum offered by a school, and the curriculum received by individual pupils,
should not be simply a collection of separate subjects’ (DES, 1981:12). At the very
least, the total curriculum must be accorded prior consideration, and a major task that
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currently faces teachers and curriculum planners is to work out a basis and develop a
rationale on which some total scheme can be built (Kelly, 1999).

According to the literature, Tyler is usually seen as one of the founding fathers of the
‘aims and objectives’ model of curriculum planning. Tyler (1949) suggests that the
curriculum has to be seen as consisting of four elements, and curriculum planning
therefore, as having four dimensions: objectives, content or subject matter, methods or
procedures and evaluation. In short, the claim is that educationalists must distinguish
in their curriculum planning what they are hoping to achieve, the ground they are
planning to cover in order to achieve it, the kinds of activity and methods and the
devices they will use to evaluate what they have done.

Kelly considers, however, that this model is too simple as it stands. According to
Kelly it is a linear model which requires instructors to specify their objectives, to plan
the content and the methods which will lead them towards these objectives and,
finally, to endeavour to measure the extent of their success (Kelly, 1999).

Kelly

asserts that Tyler’s model does not allow for the interrelatedness of the separate
elements, and goes on to suggest that a cyclical rather than a liner model would be
better.

Kemp (2000) suggests that the planning of a distance-learning course requires
attention to concerns that are often ignored or not treated as important in conventional
classroom teaching. He, therefore, suggests that a comprehensive, systematic process
is necessary for designing a distance education program. This, he says, can offer a
practical way to guide instructors for deciding on and accomplishing the goals of a
program that potentially lead to positive attitudes about learning by all participants,
comprehensive high levels of student learning, and program success for instructors
and support personnel. Kemp suggests a design model that consists of an analysis
phase, a development phase, an implementation phase, and an evaluation phase and
revision phase.

Fowntree, like Tyler, also recommends a four-phased approach to curriculum
development however this approach takes into consideration Kelly’s criticism of
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Tyler’s approach and it is also similar in structure to Kemp's model. Rowntree (1982)
points out that, according to educational technology, it is a good thing to say as clearly
as possible what it is the instructor is trying to do, how and why they propose to do it,
and in what manner they will judge the effectiveness of the subsystem thereby
created. Rowntree displays this approach in a cyclical format in order to show ‘the
cyclical nature of the model and the feedback loops through which improvements are
made to the learning design and also perhaps to the objectives and even to the
evaluation process itself. Rowntree also adds that the basic approach is capable of as
much elaboration as the situation demands and as the prevailing constraints allow.
What is done in each of the four phases of problem-solving - the evidence looked for
and the questions posed - varies from one application to another (Rowntree, 1982).

Currently, the Higher Education Authority (HETAC) is discussing a common
validation process for the proposal of new courses which will be applied by all
Institutes of Technology (HETAC, 2003). This validation process goes through the
same stages as those outlined by educationalists in the previous paragraphs. The
diagram below is based on Rowntree’s view of curriculum development; however it is
a diagram that covers the outlook of all the writers mentioned above. Furthermore,
the diagram is extremely applicable to the validation process currently being proposed
by HEATAC.
Figure 2,1

Educational Technology in curriculum development
(Rowntree, 1982, p. 21)
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As can be seen from the above diagram the four stages in this approaeh are Purposes,
Design of Learning, Evaluation and Improvement.

However, each stage in this

approach can be elaborated and broken down into many more steps. According to
Rowntree (1982), this approach, by its very nature, can go back and forth at any stage
as is clearly visible in the diagram. Rowntree discusses the four stages of the model
beginning with the statement of purposes. If elaborated this can be done in four steps:

■

Analyse Aims - What are the aims of the course and also what are the aims of
the individual subjects? What is it hoped this course will achieve? In the
HETAC submission document for the validation of a new programme
(HETAC, 2003) this comes under the ‘Program Details’ section where the
Programme Aims and Objectives and the Programme Learning Outcomes are
stated.

■

Describe Students - Are there prerequisites for the proposed course? What
type of people will be taking this course? The HETAC doeument requests this
information under the ‘Program Details’ section where the entry requirements
are stated for the course. Individual subject prerequisites are highlighted later
in the HETAC document.

■

Suggest Objectives - What new knowledge, skills, and competence will
students gain as a result of completing the proposed course? What will the
learning outcomes be? This step needs to be carried out for each subject in the
proposed course. It involves identifying the objectives and learning outcomes
for each subject. Under the HETAC model this is developed as part of the
subjeet syllabus. These objectives and learning outcomes must fit under the
headings Knowledge, Skill, and Competence as highlighted by the recently
developed NQAI (National Qualifications Authority of Ireland) Framework
(NQAI, 2003).

■

Consider Assessment methods - How will students be assessed? Methods of
assessment are detailed for each subject of the course under the HETAC
model.
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The second stage in the model is the Design of Learning. These steps are detailed
under the heading ‘Programme Delivery’ and ‘Subject Syllabus’ in the HETAC
document. Normally on completion of this stage the IT’s would submit the program
for approval by HETAC. This stage includes the following tasks:
■

Analyse Objectives under the following
o Consider Subject Matter - What subject matter needs to be covered in
order to achieve the proposed objectives?
o Identify Learning Sequences - As a result of analysing the subject
matter, identify the elements to be learned and arrange them in
sequence if possible, (i.e. is it necessary to learn one element before
studying another?)
o Decide on Teaching Strategies - How will you help the students learn?
Teaching strategies can be determined by the kind of knowledge, skills
and competence you aim to develop and also by the various learning
styles of students.
o Select Media - What combination of delivery methods are needed in
order to achieve the proposed objectives and teaching strategies?

The third stage in the model is the Evaluation stage. Currently in the IT Tralee these
steps are undertaken by means of Examinations, Course Board Meetings, Student
Questionnaires, and Industry Reviews. It involves:
■

Trying out the planned course - Running the course and observing it.

■

Analysing what happens - What has happened as a result of the course? Have
students attained the original objectives?

■

Carr)dng on with the course if you are happy with the analysis but
continuously monitoring the results.

The fourth stage - Improvement - is necessary if the results at any time show the need
for changes. This step corresponds with the course board meetings and programmatic
review process in the Institutes of Technology. This stage involves:
■

Revising - Based on the analysis, assess the pitfalls in the course design and
make changes where necessary.

■

Reviewing - Continuously review the course and update when and where it
may be necessary.

During all stages of the model you must keep in mind any potential constraints on
decisions being made and propose ways around these constraints or ways of working
with the constraints.

This study is concerned with stages one and two of this process. The ‘statement of
purposes’ and the ‘design of learning’. In order for the Evaluation and Improvement
stages to be carried out the course would first need to be implemented and this is out
side the scope of this study. However, once a course has been implemented stages
three and four would need to be carried out on a continual basis. The remainder of
this chapter deals with aims and objectives, which are the core elements of stage one
of the process. The elements concerned in stage two of the process are dealt with over
the next two chapters.
2.3

Aims and Objectives

Orienstein (1995) uses the word aims to refer to broad statements about the intent of
education. He also suggests, however, that aims are important as they guide schools
and give educators direction.

Rowntree (1982) also discusses aims in course

cevelopment, and he describes them as abstract statements of educational purpose.
He goes on to say that aims are too vague and ambiguous to be of much help in
planning actual learning experiences. Aims, therefore, describe the overall purpose(s)
cf a complete learning sequence whereas objectives, on the other hand, are specific
action statements, which according to Gagne et al. (1992), communicate the intended
cutcome of the instruction to the learner. They also allow the outcome of the learning
t) be assessed and they are more precise than course goals or purpose statements.

Mager (1962) regards an objective as a description of a performance that an instructor
v^ants learners to be able to exhibit before they consider them competent.

An

objective describes an intended result of instruction, rather than the process of
instruction itself Omstein (1995) describes objectives as being behavioural in nature
and more precise than goals (or aims). He suggests that they are formulated on three
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levels with increasing specificity: program, course, and classroom.

In short, an

objective is a description of what an instructor wants the learner to be able to do after
the instruction is completed (Jones, 1997).

There are many reasons for stating objectives, for example, Mager (1962) suggests
that if clearly defined objectives are lacking, there is no sound basis for the selection
or designing of instructional materials, content, or methods. If an instructor doesn’t
know where they are going, it is difficult to select a suitable means for getting there.
The main purpose of this study is to propose suitable delivery methods for a third
level course in Sports Development and, as the previous statements suggests, in order
to make such proposals this research firstly needs to define course objectives. Many
other educationalists reiterate what Mager suggests; Dailies, Daines, and Graham
(1993) for example, also promote the fact that unless tutor and students are clear about
what they are trying to do, they won’t know how to set about doing it, let alone be in a
position to decide whether they have attained anything worthwhile at the end.
Ornstein (1995) too, suggests that objectives help the instructor focus on what
students should know at the end of a lesson, unit, or course, and also help students
know what is expected of them.

They help the instructor plan and organize

instruction by identifying what is to be taught and when it is to be taught.
Instructional objectives are stated in observable and measurable terms (outcomes,
proficiencies, or competencies). Ultimately, according to Schieman et al. (1992) the
basis for the planning of any educational activity ought to focus on what the goal or
purpose of the teaching-learning event should be. Recognising this, Tyler (1949)
argued for the careful delineation of performance objectives. This line of thought was
later supported by Bloom (1956), Mager (1962), Krathwohl (1964), Gagne (1970),
and others who have pointed out that well-defined performance objectives allow
teachers to be explicit about what they expect students to learn.

Rowntree (1982) and Ornstein (1995) reveal that some educationalists, although not
disagreeing with the statement of objectives themselves, do find fault with certain
theorist’s approaches to writing objectives.

Ornstein reveals that some educators

(Tyler and Gronlund, 1978) claim that Mager’s approach produces an unmanageable
number of objectives. They also contend that these types of objectives focus on bits
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of information rather than fostering comprehension and whole learning. Rowntree, in
addition, points out that many theorists (Peters 1969; Ormell 1974; and Pring 1971)
disagreed with Blooms classification of objectives stating arguments such as there
being an overlap between the levels and between the domains; also stating that there
are gaps; and that the examples quoted are too few and too vague to be useful.
However, in spite of these arguments Schieman et al. (1992) reiterates the need for
perfomiance objectives on the grounds that distance students, perhaps much more
than on-campus students, need the support and guidance that performance objectives
provide.

In a review of the literature it became clear that there is a variety of opinions on how
objectives should be classified, dhe most widely quoted being Benjamin Bloom’s
taxonomy of educational objectives, where he divides objectives into three domains;
cognitive, affective and psychomotor. Gronlund (1978) Mager (1984) and Gagne
(1992) specify objectives simply as perfomiance objectives. In addition, Rowntree
(1982) puts forward one distinction between objectives which he suggests might be
useful in course planning and that is to ask whether objectives are concerned primarily
with knowledge, skills, or attitudes.

However, the recently established National

Qualifications Authority of Ireland (NQAI), which was set up in February 2001 as a
result of the Qualifications Act 1999, has designed a framework of qualifications.
These qualifications are awarded on the basis of standards and these standards are
specified in terms of Knowledge, Skill or Competence.

This is because the

Qualifications Act (1999) refers to the outcomes of education and training as the
acquisition of knowledge, skill, and competence.

The authority specifies that in

practice most outcomes of programmes of education and training will include some
mixture of knowledge, skill and competence, and they go on to state that it should be
possible to include all relevant learning outcomes within one or more of these strands.
Therefore, learning outcomes or objectives of a third level course should be classified
within these standards.
Knowledge
According to the NQAI (2002) Knowledge is the form of learning outcome
commonly identified with declarative knowledge.

Declarative knowledge is the

cognitive representation of ideas, events or happenings.

They also state that
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knowledge can comprise description, memory, understanding, thinking, analysis,
synthesis, debate and research. In short knowledge outcomes refer to knowledge of,
or about, something.
Know-how and Skill
The authority (2002) refers to skill as the goal-directed performance of a task in
interaction with the environment.

Know-how is described as the procedural

knowledge required to carry out a task. Know-how can be implied from performance
whereas skill can only be measured by performance.
Competence
As stated by the authority (2002) the unique characteristic of competence is the
effective and creative demonstration and deployment of knowledge and skill in human
situations. The Establishment of Policies and Criteria report (2002) goes on to say
that competence refers to the process of governing the application of knowledge to a
set of tasks. The authority emphasises the need to make explicit the range of contexts
in which the learner can demonstrate his/her competence.
2.4

Conclusion

The literature shows that although instructional development models and processes
abound, the majority follow the same basic stages of design, development, evaluation,
and revision.

This study will follow the four stage process outlined by Derek

Rowntree (1982) which was deemed the most generally applicable form of curriculum
development for designing a distance learning curriculum.
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Chapter 3

3: Open Distance Learning
3.1

Introduction

This section begins by reviewing the origins of Open Distance Learning and
clarifying some definitions specific to this discipline. The chapter then goes on to
discuss the attributes of the various Open Distance Learning Delivery Methods which
are being reviewed in this study.

What is meant by education? The term ‘education’ is often used loosely. It is not
uncommon to hear people say that an activity such as watching a television
programme, travel, going to a sports event or to a night-club can be an education in
Itself What they mean is that they learned a lot from the experience (Rogers, 1996).
Knowles et al. (1998) define education as an activity undertaken or initiated by one or
more agents that is designed to effect changes in the knowledge, skills, and attitudes
of individuals, groups, or communities. The term emphasises the educator, the agent
of change who presents stimuli and reinforcement for learning and designs activities
to induce change. But education is not simply the same as learning, though it includes
learning.

The term learning, by contrast, emphasises the person in whom the change occurs or
is expected to occur. Learning is the act or process by which behavioural change
knowledge skills, and attitudes are acquired (Boyd, Apps, et al., 1980, pp. 100-101).
Learning is an activity in which we take part all the time throughout life. Education
may therefore be seen as the provision of organised conditions for learning to take
place, a means of providing learner support.

It is aimed at maximising effective

learning (Rogers, 1996).

What then is meant by the term Distance Learning? Rowntree (1992, pp 29) describes
Distance Learning as ‘learning while at a distance from one’s teacher - usually with
the help of pre-recorded, packaged learning materials. The learners are separated
from their teachers in time and space but are still being guided by them’. Similarly,
Open Learning is described as ‘arrangements to enable people to learn at the time,
place and pace which satisfies their circumstances and requirements. The emphasis is
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on opening up opportunities by overcoming barriers that result from geographical
isolation, personal or work commitments or conventional course structures which
have often prevented people from gaining access to the training they need’
(Manpower Services Commission, 1984).

Put simply. Distance Learning is any kind of educational situation in which the
instructor and student are separated by time, location, or both (Carliner, 1998). Open
learning usually refers to a course of studies undertaken by students working
independently whilst occasionally meeting at a designated centre to address areas of
coursework more conveniently delivered face to face (University of Wales Lampeter,
2000).

For the purpose of this study. Open Distance Learning refers to ‘an educational
provision making use of the new communication technologies in combination with
more traditional methods of delivery’ (ODL Task Force, 2000). Courses conducted
exclusively on-campus, are not included in this definition of Open Distance Learning.
In addition, for the purposes of this study. Open Distance Learning does not include
courses in which the instructor travels to a remote site to deliver instruction in person,
although courses may include a small amount of on-campus coursework, on-campus
exams, or occasional on-campus meetings.

3.2

Origins of Open Distance Learning

As ‘correspondence study’ gave way to ‘distance education,’ so now the latter is
giving way to ‘open learning,’ as distance and face-to-face education converge; an
outcome of the increasing availability of information and communications
technologies (Moran, 1993).

In today's Information Age, learning is no longer confined within the four walls of a
classroom. The instructor, armed with a textbook, is no longer the sole source of
educational experience. Information resources are everywhere, often separated from
the learner by time and space. Distance learning defines the process of connecting
learners with these remote resources (Yoakam, 1995).
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After reviewing the literature in the area of open distance learning it seems that the
history of open distance learning can be divided into three phases:

Phase one:
The first, and by far the longest, went from the 1840s in Europe and America, and the
1890s in Canada and Australia, to the late 1960s. ‘Correspondence study,’ or
‘education by post,’ was characterised by a primary emphasis on printed notes and no,
or very little, additional support to students (Moran, 1993).

The instruction of students at a distance from their mentors, if not as old as writing
itself, can at least be traced back to the Greek philosophers and early Christian fathers.
The systematic instruction of students at a distance, however, is of more recent origin.
This involves both the dissemination of the subject matter of courses to students and
provision for dialogue between students and tutors, through some form of two-way
communication (Curran, 1996).

In the 1800's, distance learning was originally known as correspondence study. Made
popular by the postal service, correspondence study was conducted through the mail
by a school or other qualified institution that kept students and instructors in touch
through writing (The Public Broadcasting Service, 2001).

Curran (1996) writes that while there is still some uncertainty with regard to its
earliest use, there is a well documented case of the teaching of a language ‘through
the medium of the post’ in Sweden in the 1830s (Baath, 1980). Isaac Pitman started
to teach shorthand by post in 1840, and in 1856 language teaching by correspondence
started in Germany (Rowntree, 1992).

One of the earliest examples of University distance teaching relates to the University
of London, which was established in 1836 and registered students for external degrees
from the mid 1850s. While the University was not involved directly in teaching
external students, private correspondence colleges provided tuition to students
registered with the University (Kaye, 1981).
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As the previous paragraphs point out, in the beginning distance teaching was typically
based on the distribution of printed text material to students, with provision for
communication between tutors and students through written correspondence delivered
by post, sometimes supplemented with face-to-face meetings.

Phase two:
The second phase, exemplified by the single-mode open universities, became known
as "distance education," and reached its zenith in the 1980s.

Printed learning

materials continued to dominate the communications media, but the pedagogical
strategies

and

computer-based

production

technologies

underpinning

their

development and delivery produced marked improvements in quality. The second
phase was also marked by an interest in new audiovisual and other communications
media and by new, integrated systems for development and delivery (Moran, 1993).

Before there were Videocassette Recorders (VCRs), Digital Versatile Disks (DVDs),
fax machines, cable television, satellites, broadband networking or personal
computers, there was radio and television (The Public Broadcasting Service, 2001).
Printed texts and correspondence by post were augmented by audio and video media,
and the telephone was used as an additional channel of communication between
teachers and learners, sometimes in the form of group tutorials through audio
conferencing (Curran, 1996). Along side the live-performance radio shows and serial
Westerns of the mid-20th century were a variety of educational programming that
could reach an audience that could not attend a centralised classroom. With the
popularity of radio and television, educators found a new technology that didn't rely
on the postal system to deliver the education (The Public Broadcasting Service, 2001).

In a review of literature in the area of Interactive Video Teletraining in Distance
Learning Courses, Hank Payne (1998) found that as early as 1934, Iowa State
University was broadcasting educational television programming and by 1939 had
broadcast nearly 400 educational programs (Unwin and McAlesse, 1998). By 1948,
some eight universities and colleges were broadcasting educational programs on
television on a regular basis (Zigerell, 1991).
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1969 saw the establishment of the British Open University as a fully autonomous,
degree-granting institution (The Publie Broadeasting Service, 2001).

Firstly, the

University adopted a course team approach to the development of programmes which
provided a collegial and consensual basis for the development of course materials of
high academic quality and pedagogical effectiveness.

Secondly, a multi-media

approach to course delivery was introduced, which involved the use of a range of
technologies including printed texts, audio and video tapes, radio and television, and
with provision for face-to-face tutorials at a network of local study centres, and
counselling, as part of a tightly integrated programme.

Thirdly, the University

adopted an open admissions policy, which allowed mature students who did not have
the normal matriculation requirements of traditional universities, to read for a degree
(Curran, 1996).

In the 1980's broadcast television was changing with the advent of satellite and cable
programming services.

To respond to the shift in technology, satellite television

networks were being created that would deliver training and instruction.

Large

coiporations like IBM and Kodak recognised the benefit from providing training
using satellite transmissions (The Public Broadcasting Service, 2001).

Peters (1983) called this an industrial form of education and others have commented
on the distinctive organisational structures and processes it has engendered (e.g..
Rumble & Harry, 1982; Rumble, 1986). In a sense, distance education moved to one
end of the educational spectrum, away from face-to-face education, as distance
educators sought to define and justify distance education as a unique, but legitimate
and effective form of teaching/leaming.

Phase three:
Moran (1993) points out that it is evident we are moving into a third phase, albeit in a
somewhat confused fashion rather than in a clear, linear progression. The third phase
can no longer be accurately called "distance education" because it is converging with
classroom-based

teaching

unsatisfactorily labelled.

methods

to

form

something new

and,

as yet,

The communications and information technologies now

available, at least in the industrialised world, are beginning to affect the nature and
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practice of higher education as profoundly as did the printing press and the industrial
revolution.

Distance education programs which exist today have a wide range of approaches
mostly based on developments in computing and telecommunications. It is safe to say
that we are already seeing the next generation of distance education. With the speed
that technology is advancing and the abundance of personal computers and Web
technologies, people have already begun to embrace distance learning in a digital
world.
In addition to print materials, audio/video programs and satellite broadcast, Internet
and CD-ROM delivery is poised to become the largest medium for distance learning.
By providing instruction via the World Wide Web or on a CD-ROM/lntemet hybrid,
even business travellers or students in isolated areas can enjoy interactive, virtual
classrooms no matter where they are or what time zone they may be in. With the
introduction of affordable digital communications and cellular handheld devices, our
world now has an abundance of distance learning opportunities for anyone, at
anytime, at anywhere in the world (The Public Broadcasting Seiwice, 2001).
Web-based Instruction (WBI) is defined as an innovative approach for delivering
instruction to a remote audience using the World Wide Web as the instructional
delivery system (Khan, 1997). Web-based learning environments use the resources of
the Web to create a context in which learning is supported and fostered. The Web
offers many unique characteristics and features for both educator and student. These
attributes range from cost effectiveness from a university business perspective to
convenience and flexibility of structure for the student (Kubala, 1998). The Web can
also provide a wealth of information to students that is not readily available in
textbooks or faculty lectures. Students can access information and resources from
around the world simply by having a computer with an Internet connection. The
information is usually current, presented in meaningful contexts, and affords students
the opportunity to explore more widely a topic, interest, or fact. In addition, WBI can
be interactive and collaborative in nature resulting in what many call a global
community. Through email, listservs, conferencing tools, and newsgroups a virtual
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community of learners can exchange knowledge, ideas, and perspectives (Daugherty
and Funke, 1998).

Combining new technologies like animations and streaming video with older
(relatively speaking) online media like e-mail, listservs, and chat rooms, a distance
education instructor can build a successfully interactive course. A student in such a
course would have options for both synchronous (at the same time) and asynchronous
(not simultaneous) learning environments (The Public Broadcasting Service, 2001).

Arguably, the invention of television and video recording had the most profound
influence on the face of distance learning. However, some people in the distance
education field may say that the personal computer and the Internet reinvented the
face of education and how students may learn at a distance (The Public Broadcasting
Service, 2001).
3.3

Open Distance Learning Delivery Methods

Rowntree (1992) notes that newcomers to open leaning are often surprised at the
variety of teaching and learning media available. There's no reason they should be, of
course. Open learning can use all the media available in ordinary, classroom-based
courses plus a number of others besides.

The technologies predominately used in distance education in the early 20^'^ century
(such as print, radio, and television) can be characterised as one-way narrowband
communication. These first-generation distance education technologies, thus, were
best used to transfer information primarily from lecturer to student. This delivery
mode did not typically incorporate any interaction among students and only supported
minimal interaction between students and faculty. One additional constraint among
first-generation broadcast technologies was that they were time dependent (i.e. radio
and television broadcasts occurred only at specific, predetermined times that required
the student to be listening or watching at those times) (Lewis et al, 1999).

The typical educational television programme is around half an hour in length and is
meant to be viewed from beginning to end without a break. It is heavily influenced by
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professional broadcast standards and formats - e.g. documentary or drama (Rowntree,
1992).

In the early seventies, TV and radio were regarded as the key to successful distance
teaching on a large scale. It was soon recognised however, that while they are useful
media in providing course reviews and in recruiting, informing and motivating
students, they are inflexible, do not provide any feedback path for problem
identification and do not make sufficient provision for individualisation (NCEA,
1985)

Until the beginning of the 1970s and the advent of two-way telecommunications
technologies, print and the mail system were the predominant delivery medium for
distance education. Correspondence study relied primarily on print to mediate the
communication between the instructor and the learner.

Currently, many distance

education institutions in developing countries use print-based correspondence study as
the main distance education medium, as the use of communications technologies is
often cost prohibitive (Mclsaac and Gunawardena, 1996). Garrison (1990) refers to
print-based correspondence study as the first generation of distance education
technology. It is characterised by the mass production of educational materials.

The difficulty with correspondence education has been the infrequent and inefficient
form of communication between the instructor and the students. Also, it was difficult
to arrange for peer interaction in correspondence-based distance education (Mclsaac
and Gunawardena, 1996). However, Rowntree (1992) points out that despite all the
high-profile "new Technology", more open learners spend more time learning from
print than any other medium. Sparkes (1993) suggests that printed texts are likely to
remain the backbone of distance teaching for some time to come.

In addition,

Mclsaac and Gunawardena (1996) agree that print remains a very important support
medium for electronically delivered distance education.

In a survey of distance

teaching institutions in the United States that use television as a main delivery
medium, Gunawardena (1998) found that a majority of institutions cited the study
guide, which provides printed lesson materials and guidelines for studying, the most
important form of support for distance learners.
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Furthermore, in a study with students in a distance-delivered nurse practitioner
program, Cragg et al. (1999) examined student preferences for delivery methods.
Discussing the preference expressed for print-based materials by survey participants,
the interviewees stated that they considered these an essential foundation for learning.
Print-based materials, according to the interviewees, are flexible, portable, and
familiar. However, although respondents perceived them as being well laid out, with
clear objectives, the volume of reading and lack of clarity about their relative
importance caused frustration.

A study carried out by Gillis et al. (2000) to investigate women's experiences using
print-based and multimedia CD ROM technology, reported that learners taking printbased distance learning courses stressed the importance of user friendly course
manuals. They suggested that these created a sense of connection between the learner
and the professor. These learners also expressed anxiety about the sheer volume of
reading and course material that they were given in the two-inch-thick course manuals
they were given. However, this group indicated that they would recommend their
experiences as distance adult learners to their peers. They believed that the course as
they experienced it was better or comparable in quality to classroom-based courses.

Second-generation technologies began to emerge by 1960 and represented a
significant advancement in that they addressed the time dependency issue of firstgeneration technologies.

As Rowntree points out (1992), in the early years of the Open University, radio was
the chief means of delivery used as it still is in the distance learning systems of many
third world countries. Nowadays, however, open learning programmes in the UK
make far more use of the audio-cassette. The audio-cassette is much more userfriendly. Ueamers don't have to be sitting by their radio at fixed times - often at dawn
in the case of Open University broadcasts. They can listen whenever they like and as
often as they please. They can also stop the tape and replay sections of it as often as
they need.
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Audiotapes (cassettes) are inexpensive, easily duplicated, and very versatile. They can
be used to deliver lectures, panel discussions, or instructions for the distant learner.
Audio is especially useful in courses that require the nuances of inflection, such as
foreign languages, or those that are designed for non-readers (Barron, 1999).

The advent of the VCR and cable television enabled “timeshifting” of the broadcast
portion of distance education courses, as well as the alternative of bypassing broadcast
completely by making the content of courses available on videotapes that could be
sent to students and viewed at any time (Lewis et al, 1999).

Video can add an extra dimension to learning. Learners may be offered pictures in
workbooks and sound from an audio-tape.

But a video can bring them moving

pictures, in full colour. And the sound - which may be people talking, or just music or
voice-over commentary - can work together with those moving pictures to give a
sense of involvement, of ‘being there’, that is difficult for other media to match
(Rowntree, 1992).

In other respects, however, Lewis et al. (1999) suggest that

distance education courses that employ this generation of technology are not so
dissimilar from the previous generation: there tends to be little interaction among
students and between students and faculty.

By the mid-1980s, the personal computer had found its way into use by distance
education providers, followed not long thereafter by the advent of two-way
videoconferencing (Lewis et al, 1999). Yoakam, (1995) points out that the ability for
instructors and students to see and hear one another brings new levels of interaction to
the distance learning experience.

Collaborative problem solving, demonstration,

behaviour modelling, and skills practice are all enhanced by the addition of video.

Payne (1998) conducted a review of the literature on Video Teletraining in which he
discusses (among others) studies carried out by Haynes and Dillon (1992), Simpson,
Pugh, and Parchman (1993) and Nixon (1992).
Haynes and Dillon (1992), in their study examining the impact of telecommunications
media on learning outcomes designed on the level of learning and instructional
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strategies, found that learners at a distance should not be viewed as disadvantaged in
their learning experiences. The study consisted of 28 undergraduate learners, split
into 17 in the on-campus group and 11 in the remote site group, taking a 14 week
library science course. The study concluded that there were no significant differences
in learning between the two groups at any level or instructional strategy.

Simpson, Pugh, and Parchman (1993) conducted a study to compare training
effectiveness and learner acceptance between live instruction and six instructional
television technologies.

The six instructional television technologies were multi

channel two-way video and two-way audio, single channel two-way video and twoway audio, one-way video and two-way audio, one-way video and one-way audio,
one way video and intermittent two-way audio, and audiographics. Subjects were 743
Navy active duty and reservist supervisors and officers. The study found a small but
statistically significant difference in favour of live instruction over all instructional
television treatments, but found no statistically significant difference between live
instruction and one-way video and two-way audio instruction.

Nixon (1992) reported on a study examining the effectiveness of simulteaching by
comparing learning outcomes of three groups of post secondary students receiving
instruction from the same instructor at the same time. For each of the 17 liberal arts
community college courses in the study, the students for each course were assigned to
one of three treatment groups, remote with one-way video and two-way audio, remote
with two-way video and two-way audio, and origination site with the instructor. A
total of 582 students participated in the study. Findings showed that students in the
one-way video and two-way audio groups had significantly higher learning outcomes
than the other two groups, while there was no difference in learning outcomes
between the origination site and the remote with two-way video and two-way audio.

The research findings on student achievement using video are clear.

The above

reviews show that students in video courses learn as much, or in some cases, more
than, their counterparts in traditional, face-to-face courses.
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This third generation of distance education technologies, in contrast to previous
generations, allowed faculty to convey increasingly complex and large amounts of
information to students and between students and faculty through the use of electronic
mail, chat rooms, and bulletin boards (Lewis et al, 1999).

Electronic mail, or e-mail, is the most popular and perhaps the most important service
on the Internet.

Through e-mail, you may connect with the millions of people

accessing the Internet.

Electronic mail enables students and tutors to communicate directly but
asynchronously. Messages are sent as data down the telephone line and stored in an
"electronic mailbox" on the mainframe computer, to be accessed by the addressee
when convenient. Thus, a student could ask a question of a tutor at the end of an
evening study session. The next morning the tutor logs on, collects the question and
answers by sending an electronic message to the student's mailbox number. The
student comes home in the evening, logs on and collects her answer. This system can
be used for a wide range of functions, including submitting full assignments and
registering for courses (Bates, 1986).

In a study carried out by Daugherty and Funke (1998) to examine the perspectives of
university faculty and students currently involved in Web-based instruction. Students
pointed out that they felt that e-mail communications with the instructor gave them
individual attention that was not often apparent in traditional coursework.

For

example, one student stated ”I believe 1 conversed more on a one-to-one level with the
instructor than in any other course I've taken. "(Daugherty and Funke, 1998, pi2)

Students also remarked on the utility of email, stating that it had many assets that
face-to-face classroom contact lacked. One student elaborated on this point by stating
that when she had a question, she did not have to wait until class time as in traditional
instruction. She merely sent an e-mail. The same student noted another advantage of
e-mail with the comment, "E-mail is better than a phone call because there is no
chance that you're interrupting someone's dinner hour." Several students mentioned
that they felt comfortable communicating through the fomiat of e-mail and listservs.
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One student in particular stated, "I'm shy and I normally would never ask a question
in class or participate in a class discussion. E-mail gave me the freedom to do this."
(Daugherty and Funke, pi2, 1998)

Statistics show that email is the dominant means of communication employed by
faculty and students outside of the normal instruction time.
■

Eighty-three percent (83%) of faculty teaching Web-based courses use email to
communicate with a typical student in their class once a week or more.

■

Almost half (42%) of faculty teaching courses that are not Web-based use email to
communicate with a typical student once a week (National Education Association,
2000, p.p. 5-6).

Interactive computer based communication environments can be real time "chat"
modes where participants converse by typing on the keyboard or modes where
communications are posted to electronic discussion groups called bulletin boards
(Ycakam, 1995).

Andrusyszyn et al. (1999) evaluated a blend of educational delivery methods used
over a two-year period in a Primary Care Nurse Practitioner program.

Students,

pro:essors, and tutors responded to a questionnaire designed to assess their
perceptions of and satisfaction with the delivery methods. The greatest increase in
comfort with using media over the length of the program (in both years) was with
Computer Conferencing (Chat). One graduate commented "computer conferencing
v/as the most important single factor that decreased the sense of isolation felt as a
distmce learning student."

Likewise, in the Virtual University developed for ODE students of Brunei University,
L.ordon, England, students use Virtual Tutorials (live chat sessions) which facilitate
incieased learner interaction by allowing the student to engage in similar exchanges to
bulbtin boards but in real-time through a live text-chat.

They sacrifice student-

diettrmined timing (they must be scheduled) in return for immediate tutor feedback.
Lib Virtual Seminars (bulletin boards) they do not require students to physieally
meet up in order to participate (Evans & Fan, 2001).
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The results of a study carried out by Evans & Fan (2001) in Bmnel University show
that those who were introduced to Virtual Tutorials (live chat sessions) found their
main utility was in problem solving (over half) followed closely by knowledge
sharing.

On the other hand, however, a pilot study carried out by the faculty of Odontology in
Malmo to test their currently used Problem Based Learning model for network-based
learning found that although most students considered chat a valuable and
irreplaceable part of the course, they were not satisfied at the level of the interaction,
perhaps comparing chat with the in-classroom discussions. Mattheos, Wretlind and
Attstrom (2001) state however that several previous studies have shown higher
acceptance of the media. Mattheos et al. (2001) state that undergraduate students are
mueh more familiar not only with the technology, but also with the different chat
techniques and "Netiquette", as most of them had been using chat for private
conversations for years.

Electronic Chat, therefore, seems to be a useful means of providing learner-instructor
and learner-learner interaction in a distance learning course; however, it would not be
enough to use electronic chat as the only means of communication in the course.

Threaded Discussions and Bulletin Boards enable any registered group of users to
carry on a conversation or discussion of an issue at a distance. Once a conference is
started on a particular topic, any one of the registered participants can add comments
to the conference. Another use is for up-dated course information, in the form of
bulletin boards, available to all registered students, but which can be added to,
amended or deleted only by the course team (Bates, 1986).

Many of the early online teachers were dazzled by the new opportunity of group
communication with students at a distance. Because unlimited, interactive, timeindependent discussion was technically possible, both students and tutors expected it
would happen. The fact that educationally beneficial, dynamic and all-inclusive
discussions are far from commonplace events in face-to-face teaching, should have
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prevented the growth of this unreal expectation for the online environment, which
almost all early adopters experienced. While the technology tends to support a certain
degree of egalitarian participation, and does allow users the freedom to input
messages at their convenience, the conditions which are needed to produce good
educational discussions are far more complex, more people-dependent and more
educationally determined than mere technology will ever influence very significantly
(Mason, 2001).

At the EDEN Conference in Stockholm (2001) Eva Fahraeus discussed the results of a
study earned out within the Department of Computer and Systems Sciences at
Stockholm University (2000) on 'students views on the learning process in
asynchronous e-discussions'. Students were asked to write a report on their learning
and group processes and these reports were used as a basis for the study. In relation
to group work most groups tried to meet face to face, at least once in the beginning, in
order to organise their work. Four groups, however, decided not to meet but manage
all group work at a distance.

The study showed that with this method the

collaboration and communication did not work that well in the first two weeks. It
took some time before everybody had posted a message and thus shown that they
were members of the group. One member left the course without telling the others.
After that, the groups decided to meet physically to plan how to organise the work
during the coming weeks. When this was done the group found the collaboration
worked quite well. Many groups noted that the first group meeting was important,
and that it helped them find effective ways to co-operate. Most of the groups in the
study were mainly positive when commented on 'learning from their asynchronous
discussions '. One group reported that discussing the themes with other participants
was a good way of learning as it gave them the chance to discuss one's own recently
acquired knowledge with other group members. The possibility to learn from those
who have more experience, from job or family life was deemed especially valuable.
There were, however, some complaints about these discussions. Some people felt that
the summaries were of an uneven quality, often difficult to understand and not deep
enough.

It was felt that some contributions to the discussions were often full of

balderdash and empty of references to literature. To work in groups asynchronously
was found to be very demanding but very effective and positive because the
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communication is more direct. It was felt, however, that it beeame very tiresome and
confusing if a discussion spread out over time because group members did not take
part in the discussions every day.

In the Virtual University developed for ODL students of Brunei University, London,
England, Virtual Seminars (Electronic Discussion Boards) serve the function of
facilitating learner interaction by allowing the student to ask the tutor questions about
the Virtual Lectures through an electronic discussion board.

They also enable

computer-supported collaborative learning (CSCL) by allowing students to answer
one another's questions and develop discussions and even debates.

Unlike

conventional seminars they are not confined to a particular time slot. They permit
students and the tutor to discuss a given topic over an extended period of time (usually
about two weeks).

They do not require the geographical meeting of students to

engage in discussion (Evans and Fan, 2001).

The results of a study carried out by Evans and Fan (2001) at Brunei University show
that of those who were introduced to Virtual Seminars (Electronic Discussion Boards)
the majority thought that overall they were helpful in developing their understanding
(90% campus; 56-78% distance). For distance learners their primary utility was the
clarification of problems compared with information dissemination and knowledge
sharing.

One interpretation of the reviews discussed on the three delivery methods mentioned
previously, namely email, electronic chat, and discussion threads is that all three can
be valuable components of any distance learning course, at least in terms of creating a
means of communication between Instructor-Learner and Learner-Learner.
The advent of computer-assisted instruction, simulations, and other electronic
resources accessed via computer disk, CD-ROM, or the Internet further characterises
this generation of distance education technology (Lewis et al, 1999).

When talking about computer assisted learning Bates (1986) suggests that the
computer can be considered as a black box which by and large replaces the traditional
face-to-face teacher and, more relevantly to distance learning, the printed course
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materials. From the learner's point of view, it is the box, the eomputer, whieh teaches.
Students now can learn primarily through a home-based computer. Many believe that
reduction in hardware costs, more advanced computer assisted learning (CAL)
software based on new languages and developments in artificial intelligence, and the
ability to connect at low cost to distant mainframe computers will allow distance
educators to design the teaching process so that most of the learning is contained in
the box, or rather, in the interaction between the learner and what has been
programmed into the box.

Yoakam (1995) refers to Computer Based Training as the electronic version of the
correspondence course and goes on to say that it is typically self-paced instruction that
learners can access from desktop computers. Gillis et al. (2000) state that it is clear
that CD ROM technology has the potential to support and enhance learning, however,
that caution must be exercised in attributing learning value to the CD ROM because
there may be a novelty effect from use of the computer and interactivity technology.
Most participants in Gillis et al.'s study of women's experience using multimedia CD
ROM technology in the delivery of a nursing course had limited computer skills and
hence were motivated to learn about this new educational tool that held great promise
for them. The researchers found it difficult to partial out the impact of novelty on the
overall learning experience for this group of adult participants. These participants did
however state that the course as they experienced it was better or comparable in
quality to classroom-based courses. They also continually reinforced the value of the
visual support for learning as a supplement to the auditory mode.

Navarro and Shoemaker (2000) in their study of the performance and perceptions of
distance learners in cyberspace found that a majority of the cyberleamers (68%)
regarded the CD-ROM as the "most enjoyable" learning component. It was followed
by the electronic bulletin board at 14%, the online discussions at 11%, the electronic
testing centre at 9%, and the textbook at 2%.

According to a report written by Close et al. (2000) for SunTrust Equitable Securities,
in 1998 videotape was the most frequently cited technology used for distance
learning. Close et al suggest that currently, web-based courses are the most popular.
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78% of the institutions that offer distance learning courses use web-based technology.
This is due in large part to the increased speed of computers and the increasing
availability of high-speed Internet connections. As bandwidth improves this trend
will intensify. Close et al. (2000) go on to point out that the Internet is at the very
heart of distance learning. However, an institute may use a combination of web-based
courses, video tape, and videoconferencing to support remote learning. Close et al.
(2000) believe web-based courses will remain the most popular way to implement
distance learning because of the prevalent Internet access and the relatively low cost
of implementation.

3.4

Conclusion

Open learning can use all the media available in ordinary, classroom-based courses
plus a number of others besides. According to Lewis et al. (1999) in distance learning
courses interactivity among students and between students and faculty has increased,
and the amount and types of information that can be exchanged are significantly
greater and take significantly less time to occur. Indeed these advances are further
decreasing distance education’s reliance on time and place.

This landscape of

distance education incorporates a number of technologies, spanning all generations
mentioned previously.
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Chapter 4

4: Theories and Strategies for Teaching and Learning
4.1

Introduction

This chapter begins with a discussion on learning theories and learning styles in order
to identify how individuals learn. If an instructor has an understanding of how their
students learn it is then easier to decide on what teaching strategies to use to
accommodate these students. The chapter concludes with an overview of the various
teaching strategies used in open distance learning.

4.2

Theories of Learning

4.2.1

Behaviourist Theory

The behaviourist approach has its origins in a general theory or school of
psychological thought that dominated the discipline in the 1930s, 1940s, and 1950s.
Behaviourism was very dominant at that time and remains influential today although
"new" theories have gained much ground. It is primarily associated with the work of
Edward Throndike (1874-1949), Ivan Petrovich Pavlov (1849-1936), John B. Watson
(1878-1958) and B. F. Skinner (1904-1990).

Buell (2001) writes that Behaviourism is an approach to psychology and learning that
emphasises observable, measurable behaviour. The behaviourist theory of animal and
human learning focuses only on objectively observable behaviours and discounts
mental activities. Behaviour theorists define learning as a more or less permanent
change in behaviour. In behaviourism, the learner is viewed as passively adapting to
their environment.

Within this school of thought learning can be explained as simply the forming of
associations between environmental stimuli and behavioural responses. The word
'learning' seemed to imply mental activity, so it was replaced with the word
'conditioning'. Instead of a new behaviour being described as a learned response it
was termed a conditioned response.
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In union with Buell's (2001) description of Behaviourism, O'Grady (2001) declares
that the behaviourist explanation of learning focuses solely on environmental stimuli
and learner responses or behaviours.

Learning is taken to be the building up of

associations between stimuli and responses. The associations are built up through two
processes: Classical conditioning and Operant conditioning.

The term 'Classical Conditioning' is used to describe one type of associative learning
in which a neutral stimulus becomes associated with part of a reflex.

Classical

conditioning is best known from the experiments conducted by the Russian
behavioural scientist, Ivan Pavlov and his famous dog. Pavlov's experiment will be
explained later in this section.

Operant conditioning occurs when a response becomes associated with a reinforcing
stimulus resulting in the repetition of the response. Alternatively, it occurs when a
response becomes associated with an unpleasant or punishing stimulus resulting in the
extinction of that response (O'Grady, 2001). Skinner developed the theory of "operant
conditioning".

His idea was that we behave the way we do because this kind of

behaviour has had certain consequences in the past.

Like other behaviourists,

however, Skinner denied that the mind plays any part in determining behaviour.
Instead, our experience of reinforcements determines our behaviour.

In general, behaviourism is a theory of animal and human learning that only focuses
on objectively observable behaviours and discounts mental activities. Behaviourist
theorists classify learning as nothing more than the acquisition of new behaviour.
The theory of Behaviourism concentrates on the study of overt behaviours that can be
observed and measured (Good and Brophy, 1990).

In a review of behaviourism

O’Grady (2001) points out that all internal mental states or activities are treated as
off-limits. Notions such as thought, memory, understanding and so on cannot be
directly observed and should not therefore be considered. Nothing going on inside the
head was to be studied. This leaves two factors, one is the observable behaviour of
the individual and the other is the environment and how it affects the individual.
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In short the behaviourists tried to explain learning without referring to mental
processes. The focus was on observable behaviour and how an organism adapts to the
environment (Wilhelmsen, Asmul, and Meistad, 1998)

Behaviourism has its roots in the early 1900s in the work of the Russian experimental
psychologist Ivan Pavlov and the American psychologist John Watson. By refining
and expanding their studies, Harvard professor B. F. Skinner has been the driving
force behind the spread of behaviourism within modem American culture (Shaw,
1999).

In addition to Pavlov, Watson and Skinner, Edward Thorndike an American
psychologist did research in animal behaviour before becoming interested in human
psychology. His theory, connectionism, stated that learning was the fomiation of a
connection between stimulus and response. Thorndike's main contribution to
psychology was to formulate the so-called "law of effect". This stated that when a
connection between a stimulus and response is positively rewarded it will be
strengthened and when it is negatively rewarded it will be weakened. Thorndike later
revised this ‘law’ when he found that negative reward, (punishment) did not
necessarily weaken bonds, and that some seemingly pleasurable consequences do not
necessarily motivate performance (Mergel, 1998).

Thorndike's "law of effect" basically suggests that a given behaviour is learned by
trial-and-error, and is more likely to occur if its consequences are satisfying.

In

applying this theory to academic learning an instructor could provide an opportunity
for the learner to practice what they have learned and to continuously carry out a
given task until they reach a satisfactory outcome. In the Sports Development Course,
for example, the lecturer teaching the subject 'Theory of Physical Activity' could get
students to practice running some fitness tests and monitor them until they are able to
do it right. They would have to be corrected whenever they make a mistake in order
to reinforce the right way of doing the test. In a distance learning environment tools
such as Multiple Choice Questions with feedback could be used to initiate trial-anderror opportunities for the learner.
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Pavlov, a Russian physiologist, is best known for his work in classical conditioning or
stimulus substitution. Pavlov studied animals' responses to conditioning. In a review
of Behaviourism, DeMar (1988) explains one of Pavlov's best known experiments
where he observed that dogs start to salivate at the smell, sight or taste of food. In his
experiment he rang a bell as he fed some dogs several meals. After repeating this a
number of times he observed that each time the dogs heard the bell they would
salivate, as they knew that food was coming.

Pavlov then rang the bell without

bringing food, and the dogs still salivated. He concluded that this was a learned
response, in other words the dogs had been "conditioned" to salivate at the sound of a
bell. Pavlov believed, as Watson was later to emphasise that humans react to stimuli
in the same way.

Ertmer and Newby (1993) suggest that this learning theory implies that the job of the
teacher/designer is,
•

to determine which cues elicit the desired responses;

•

to arrange practice situations in which prompts are paired with the target stimuli
that initially have no eliciting power but which will be expected to elicit the
responses in the "natural" (performance) setting;

•

and to arrange environmental conditions so that students can make the correct
responses in the presence of those stimuli and receive reinforcement for those
responses.

John B. Watson, another Behavioural theorist, was the first American psychologist to
use Pavlov's ideas. Like Thorndike, he was originally involved in animal research,
but later became involved in the study of human behaviour. Mergel (1998) discusses
Watson's theory that humans are born with a few reflexes and the emotional reactions
of fear, rage and love. All other behaviour is established through stimulus-response
associations through conditioning.

Watson studied conditioning and controlling emotional responses in a well-known
study called the Little Albert experiment. During this study, Watson expanded upon
his theory that all children have three basic emotional reactions: fear, rage and love.
Watson attempted to prove through this study that these responses could be artificially
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conditioned in children. His study focused around a little boy named Albert whom
Watson tested through presenting animals and loud noises so that the boy would
eventually come to fear animals even after the initial stimulus of the loud noise was
removed.

John B. Watson had a strong influence on the development of psychology in the
United States in the early part of the 20th century. He is generally considered to be
the founder of modem behaviourism (Heidbreder, 1933).

Behaviourism is associated today with the name of B.F. Skinner, who made his
reputation by testing Watson's theories in the laboratory. Skinner's studies led him to
reject Watson's almost exclusive emphasis on reflexes and conditioning. In his work
he argued that people respond to their environment, but they also operate on the
environment to produce certain consequences.

Skinner developed the theory of "operant conditioning", which was mentioned earlier
in this chapter. It is the idea that we behave the way we do because this kind of
behaviour has had certain consequences in the past.

Like Pavlov, Watson and Thorndike, Skinner's theory dealt with changes in
observable behaviour, ignoring the possibility of any processes occurring in the mind.
Bower and Hilgard, (1981) review how Skinner, in a series of papers beginning in
1930, proposed a formulation of behaviour which arose out of observations of animal
performance in a type of experiment that he invented: the bar-pressing activity of a rat
in a specially designed box called (by others) the Skinner box.

In operant conditioning, behaviour is also affected by its consequences, but the
process is not trial-and-error learning. It can best be explained with an example from
Skinner's studies. A hungry rat is placed in a semi-soundproof box. For several days
an automatic dispenser occasionally delivers bits of food into a tray. The rat soon
goes to the tray immediately upon hearing the sound of the dispenser.

A lever

protruding from the wall has been resting in its lowest position, but it is now raised
slightly so that when the rat touches it, it moves downward. In doing so it operates
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the food dispenser. Immediately after eating the delivered food the rat begins to press
the lever fairly rapidly. The behaviour has been strengthened or reinforced by a single
consequence. The rat was not "trying" to do anything when it first touched the lever
and it did not learn from any "errors."

As with a lot of the behavioural theories this experiment was tested on animals,
however, if you were to apply it to humans; for example students who are punished
when they do not study, then they may study.

But they may also respond in a

negative manner, for example, stay away from school or stubbornly do nothing.
Redesigning school systems so that what students do is more often positively
reinforced can make a great difference (see B. F. Skinner Foundation, online).

Rather than waiting for something negative to happen reinforce positive actions as
they happen and this in turn will promote these positive actions in students. Much of
human behaviour is a result of verbal help.

We take advice, follow rules etc.,

however, we do not take advice because of the particular consequence that will
follow; we take it only when taking other advice from similar sources has already had
reinforcing consequences. Hence (operant conditioning) the idea that we behave the
way we do because this kind of behaviour has had certain consequences in the past.

Mergel (1998) points out that Skinner's work differs from that of his predecessors
(classical conditioning), in that his studies were based on operant behaviour
(voluntary

behaviours

used

in

operating

on

the

environment).

The previous paragraphs outline the behaviourist model of learning, and give some
examples of how to apply this model. The following paragraphs take a look at
suggestions from other educationalists as to how to apply this model.

In his work O' Grady (2001) states that Behaviourist learning principles have major
applications in the fields of training and education. Learning is best achieved, he
says, if the learner is active (behaviour) - in some way doing something with the
material to be learned. If the learner asks questions, of him or herself or of someone
else, and then seeks to find the answers to them from a book, from another person or

46

from whatever source, then that is activity. This is better than passively reading or
listening to a lecture. One can make a practice of mentally asking and answering
questions to oneself even in the course of a lecture (e.g. 'Is this what he means?' 'Yes,
I think it is, now I have heard more'). The same can be done while reading a book.
Discovering that you know the answers to the questions is reinforcing.

This

encourages you to persist and makes the whole process more rewarding.

From this one could interpret that providing learners with assignments based on
course material which causes the learner to have to do some research, be it on the
web, in a library or verbal interviews is in itself activity. Good grades or Instructor
praise as a result of this activity is reinforcing which encourages the learner to persist
with this type of effort.

Bower and Hilgard (1981) point out that for the behaviourist, the goals of any
educational program must be stipulated in concrete behavioural terms - preferably in
behaviours that can be measured. Only then can the teacher begin to know how to
design a program that will shape the student's behaviour towards those goals, and to
evaluate the extent to which they have been met.

This would imply that prior to beginning a course the instructor should design
objectives for that course.

These objectives would indicate to the student what

exactly they are going to learn and what is expected of them on completion of the
course.

They must be designed in such a manner as to indicate exactly what

behaviours the student should have learned during the course and assessments should
then test these objectives to see if the student achieved the desired result.

For

example, a learning objective could state that “At the end of this course the student
will be able to list the steps involved in carrying out a fitness test.” The assessment
would then test the student on these steps to see if the achieved the objective.

It is, however, generally agreed in the literature on these learning theories that
behavioural principles alone cannot adequately explain the acquisition of higher-level
skills or those that require a greater dept of processing (e.g. language development,
problem solving, inference generating, critical thinking).
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During the 1940s, many psychologists became impatient with behaviourist views as
they did not deal with the brain and with higher-level, problem-solving processes.
Questions about human language, problem solving and imagination were not
addressed within behaviourist theories.

In his review of behaviourism O’ Grady

(2001) agrees that while the behaviourist theory seemed initially to many to offer an
explanation for all human behaviour, eventually psychologists were able to identify
learned behaviour that could not be explained in this way.

Even some learned

behaviour in animals could not be explained in terms of associations between
responses and stimuli. Even as early as the 1920s results from experiments carried
out by Edward Tolman in the Berkeley laboratory found that the rats he used in an
experiment appeared to have a mental map of the maze he was using. When he closed
off a certain portion of the maze, the rats did not bother to try a certain path because
they "knew" that it led to the blocked path. Visually, the rats could not see that the
path would result in failure, yet they chose to take a longer route that they knew
would be successful (Kentridge, online).

4.2.2

Cognitivist and Constructivist Theory

Many psychologists felt that the strict focus on observable behaviour demanded by
the behaviourist school restricted the usefulness of its theories.

While the

behaviourist view concentrated on investigating the observable behaviour of humans
and animals resulting from exposure to different stimuli (reinforcement, punishment,
conditioning etc), the cognitivist school began to explore an area that, according to
behaviouristic theories, should not be considered or studied.

In their work Wilhelmsen, Asmul, and Meistad, (1998) explain that contrary to the
behaviourist approach, the cognitivist school "went inside the head of the learner" so
to speak in that they made mental processes the primary object of study and tried to
discover and model the mental processes on the part of the learner during the
learning-process. In Cognitive theories knowledge is viewed as symbolic, mental
constructions in the minds of individuals, and learning becomes the process of
committing these symbolic representations to memory where they may be processed.
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As opposed to behaviourism, Buell (2001) says that in the cognitive school
knowledge is measured by what learners know, not necessarily what they do. The
learner processes symbols and grasps the meaning of symbols.

The ability to

distinguish between knowledge of concepts and knowledge of procedural steps
involved in the concepts is critical. A learner may know how to do something but do
they know why they are doing it? The learner is viewed as an active participant in the
knowledge acquisition process.

In addition, instructional material that utilises

demonstrations, illustrative examples and corrective feedback are helpful in providing
mental models that the learner can follow.

This indicates that demonstrations, notes that contain both text and graphic
explanations and also practice sessions with corrective feedback help the learner to
make mental models of the topic being learned. Then when the learner needs to apply
this topic in a work environment they will be able to call on these mental models to
remember how the process works.
From reviewing the literature on the learning theories it appears that two different
theories fit within the cognitive model, which focuses on what occurs within the
person's mind in the process of learning. The two are information processing theories
and constructivist theories.

Some writers separate these areas into two schools

however there seems to be a fine line between them so this chapter will deal with both
together.

For the most part Cognitive theory is based on the information processing model and
concerns how information is integrated internally into our intellectual structure. It
addresses how we think, problem solve, remember, forget, have insight, and process
information in our brains. We use patterns to make sense of information and learn in
a hierarchal fashion, from facts to concepts to principles; information must be
meaningful to be effectively integrated. In other words a teacher must link the topic
being taught to the discipline of the student in order to enable the student put the
information in context. Students perceptions depend on their own viewpoint, their
past experience, and their cultural expectations.
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Cognitive information processing theorists have helped to conceptualise the processes
of attention, memory and learning.

They emphasise that learning results from

interaction between the environment and the learner's previous experiences and
knowledge. According to information processing theorists, learning is a matter of
constructing meaning about our environment based on prior knowledge. In order for
information to be processed, it must be connected to existing ideas.

Mergel (1998) among others explains the mental processes of an individual during the
learning process. The first stage is the input of information into the Sensory Register
- this is the input of information from the senses, which lasts for up to four seconds
and then disappears through decay or replacement. Much of the information never
reaches short-term memory but all information is monitored at some level and acted
upon if necessary. The second stage is concerned with the short-term memory where
sensory input that is important or interesting is transferred from the sensory register.
Information can be retained here for up to 20 seconds or more if rehearsed repeatedly.
Short-term memory capacity can be increased if material is chunked into meaningful
parts. The final stage is concerned with long-term memory, which stores information
from the short-term memory for long term use. Long-term memory has unlimited
capacity. Some information is forced into long-term memory by rote memorisation
and over learning, however deeper levels of processing such as generating linkages
between old and new information are much better for successful retention of material.

This model of how the human memory works during the learning process seems to
suggest that if an instructor wants a student to learn something the best way of
presenting the information is in small chunks. This will help the student to absorb the
material into the short-term memory. Then, to ensure that this information is passed
into a person's long-term memory and is retained there, an instructor should try to
generate links between the material to be learnt and the student's life experiences. In
other words tie examples into the students area of study in order for the topic to make
sense and stick in the students mind. This last section however lends itself to a
constructivist explanation, which will be discussed shortly.
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Bower and Hilgard (1981) suggest that most cognitive psychologists follow the
information processing approach to learning and view the human brain as a kind of
computer. Like a computer, the mind has many distinct levels of organisation, and at
one level we can treat it as a symbol-manipulating system. A mental symbol system
can internally represent the environment, construct patterns or symbols of any
complexity to represent scenes or events in the world, can store these symbol
structures in memory with one or more designators, can retrieve a structure by use of
a proper designator key, and can manipulate or transform these symbol structures in
the activity we call thinking.

Cognitive theories focus on the conceptualisation of students' learning processes and
address the issues of how information is received, organised, stored, and retrieved by
the mind. Learning is concerned not so much with what learners do but with what
they know and how they come to acquire it. Knowledge acquisition is described as, a
mental activity that entails internal coding and structuring by the learner. The learner
is viewed as a very active participant in the learning process (Ertmer and Newby,
1993). This is in direct contradiction with the behaviourist theories where, as was
mentioned earlier, the learner passively adapts to the environment.

Constructivism is a theory that equates learning with creating meaning from
experience. Similar to the Cognitive information processing theorists. Constructivists
conceive learning as a mental activity. However, the fine line between these theories
according to Wilhelmsen et al. (1998) is that cognitivists view knowledge as the
abstract symbolic representations in the mind of individuals, whereas the
constructivist views knowledge as a constructed entity made by each and every
learner through a learning process.

From reviewing the literature on cognitivism and constructivism, it seems that the
cognitivist believes that the learner stores information in a type of code or symbol
format in their mind and they call on these when they want to put what they have
learned into practice. The constructivist, however, believes that the learner constructs
real examples (not codes or symbols) in their minds using the information they have
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leceived and then when the time comes to use this information again it is the example
ihat helps them recall what they learned.

Strommen (1992) suggests that one foundational premise of the constructivist theories
is that people actively construct their knowledge. Rather than simply absorbing ideas
spoken at them by teachers, or somehow internalising them through endless, repeated
rote practice, constructivism posits that people actually invent their ideas. Strommen
points out that the learner assimilates new information to simple, pre-existing notions,
and modifies their understanding in light of new data.

Briner (1999) in agreement with Strommen's suggestions states that Constructivists
learning is based on students' active participation in problem-solving and critical
thinking regarding a learning activity, which they find relevant and engaging. They
are "constructing" their own knowledge by testing ideas and approaches based on
their prior knowledge and experience, applying these to a new situation, and
integrating the new knowledge gained, with pre-existing intellectual constructs.

The constructivist classroom presents the learner with opportunities to build on prior
knowledge and understanding, and to construct new knowledge and understanding
fron authentic experience. Students are allowed to confront problems full of meaning
beciuse of their real-life context. In solving these problems, students are encouraged
to e<^plore possibilities, invent alternative solutions, collaborate with other students (or
external experts), try out ideas and hypotheses, revise their thinking, and finally
present the best solution they can derive (North Central Regional Educational
Laboratory, 2001).

Overall it appears that some of the specific strategies utilised by constructivists to
faciitate learning include:
•

atuating tasks in real world contexts,

•

ise of cognitive apprenticeships (modelling and coaching a student toward expert
performance),

•

presentation of multiple perspectives (collaborative learning to develop and share
iltemative views).
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•

social negotiations (debate, discussion, evidence-giving),

•

use of examples as real ‘slices of life’.

In general, cognition refers to mental activity including thinking, remembering,
learning and using language.

When a cognitivist or constructivist approach to

learning and teaching is applied, it involves focusing on the understanding of
information and concepts.

If one is able to understand the connections between

concepts, break down information and rebuild with logical connections, then retention
of material and understanding will inerease.

Two of the main theorists in the cognitive and eonstruetivist school are a Swiss
psycliologist Jean Piaget (1896-1980) and American psychologist Jerome Bruner
(1915-).

Piaget was a pioneer in the study of cognitive development and is best known for his
research on the development of cognitive functions in children, however, Briner
(1999) writes that his theories became founding principles of the eonstruetivist
movement. Piaget was interested in biology, philosophy and child psychology. Most
of his time, however, was spent on elaborating a theory of knowledge - how a child
comes to know his or her world. He is renowned for constructing a highly influential
model of child development and learning. Piaget's theory is based on the idea that the
developing child builds cognitive struetures - in other words, mental "maps,"
sehemes, or networked concepts for understanding and responding to physical
experiences within his or her environment.

Piaget further attested that a child's

cognitive structure increases in sophistication with development, moving from a few
innate reflexes such as crying and sucking to highly complex mental aetivities. He is
categorised as a key player in the study of cognitive development, as well as a
constructivist (Buell, 2001).

According to the literature Piaget's theory has been applied extensively to teaching
practice and curriculum design in elementary education therefore it may not be of
extreme importance in the study of adult learning.

However, it does show an

instructor at third level that their students should be at a stage of mental growth that
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would enable them to reason logieally and systematieally. Children who attain the
formal operation stage are eapable of thinking logically and abstractly. They can also
reason theoretically. Piaget considered this the ultimate stage of development, and
stated that although the children would still have to revise their knowledge base, their
way of thinking was as powerful as it would get.

Like Piaget, Bruner's work in cognitive psychology led to an interest in the cognitive
development of children and related issues of education. Kearsley (2001) writes how
a major theme in the theoretical framework of Bruner is that learning is an active
process in which learners construct new ideas or concepts based upon their
current/past knowledge. The learner selects and transforms information, constructs
hypotheses, and makes decisions, relying on a cognitive structure to do so.
Cognitive structures such as schema, mental models etc. provide meaning and
organisation to experiences and allow the individual to "go beyond the information
given".
In applying his views on the theory of education Bruner (1966) states that a theory of
instruction should address four major aspects:
•

Students predisposition towards learning,

•

The ways in which a body of knowledge can be structured so that it can be mostly
readily grasped by the learner,

•

The most effective sequences in which to present material, and

•

The nature and pacing of rewards and punishments.

As far as instruction is concerned, the instructor should try and encourage students to
discover principles by themselves. Instruction should be developed around ideas and
contexts that are relevant to the student in order to make the student willing to learn.
Material and instruction should be structured in a way that it can be easily grasped by
the learner and it should be designed in a way that allows the student to explore the
subject in greater detail.

As previously mentioned, instruction should allow the

learner to "go beyond the information given".

54

Cognitive learning theories emphasise making knowledge meaningful and helping
learner's organise and relate new information to existing knowledge in memory.
Instruction must be based on a student's existing mental structures to be effective. It
should organise information in such a way that learners are able to connect new
information with existing knowledge in some meaningful way.

The inclusion of

analogies and metaphors are examples of this type of strategy.

In later years Bruner expanded his theoretical framework to encompass social and
cultural aspects of learning. This leads to the human and social side of learning
theories. So far this study has talked about the individual and their behaviour and
their mind but the influence of others hasn't been mentioned.

4.2.3

Humanist Theory

O' Grady (2001) suggests that the Humanist theory emerged as something of a
reaction against the determinism of learning (particularly behaviourist) theories. By
‘Determinism’ here he refers to the notion that personality is dictated or detennined
by outside forces over which the individual has little or no control.
disagree with this notion.

Humanists

Rogers (1996) points out that the humanist view sees

learning as part of a process of conflict in which the learners are seeking to take
control of their own life processes. It is the engagement of the learners with the world
around them and with themselves that creates the learning milieu.

Briner (1999) believes that humanistic education aims at guiding students towards
growth as a "whole" person. This growth includes physical, mental, emotional, and
even moral development. Self-actualisation is the goal.

Students are discovering

their personal interests and unfolding their potential as individuals. The objective is
not to merely produce good students, or employees. The end result is hoped to be
contented, functional human beings who contribute positively to their environment.

Carl Rogers and Abraham Maslow laid down the psychological foundations of the
Humanistic movement in education. Penny, Perlow, and Ruscitto, (2002) state that
the humanistic movement led to the development of open education programs.
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Carl Rogers 1902-1987 an American psychologist identified two types of learning.
The first type, cognitive, corresponds to rote knowledge such as learning the
multiplication tables. He considered this type of learning to be meaningless in the
long run. The second type, experiential, refers to applied knowledge such as learning
to use the computer in order to publish a paper. This he considered to be of the
utmost importance. The principal distinction is that experiential learning stems from
the needs and wants of the learner. Experiential learning is equivalent to personal
change and growth. All human beings have a natural propensity to learn. Education
should help students discover how to learn and also support them as they learn to
embrace change. Rogers' ideas are most applicable to adult learners (Briner, 1999).

American psychologist Abraham Maslow (1908 - 1970) is considered to be the
founder of humanistic psychology. Like Rogers he believes that learning stems from
the needs and wants of the learner. Maslow expressed the ideas of a needs hierarchy
and self-actualisation, which according to the literature became the founding
principles of the humanistic model.

His theory is that human beings all experience a hierarchy of needs, from basic
physical needs to higher needs of emotion and ego. Self-actualisation is the highest
need and the driving force of human personality. Maslow placed actualisation into a
hierarchy of motivation. Self-actualisation is the highest drive, but before a person
can address it, he or she must satisfy lower motivations like hunger, safety and
belonging.

In addition, Carl Rogers developed a model known as facilitative teaching and in a
review of open education Aspy and Rowbuck (1975) studied teachers in terms of their
ability to offer facilitative conditions as defined by Rogers (1969) and Rogers and
Freiberg (1994). Teachers who were more highly facilitative tended to provide more:
•

response to student feelings;

•

use of student ideas in ongoing instructional interactions;

•

discussion with students (dialogue);

•

praise of students;

•

congruent teacher talk (less ritualistic);
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•

tailoring of contents to the individual student's frame of reference
(explanations created to fit the immediate needs of the learners); and

•

smiling with students.

Learning is facilitated when students participate completely in the learning process
and also when the material is based upon practical social, personal or research
problems of interest to the learner. Mastery of facts is de-emphasised. Rogers (1996)
suggests that the role of the teacher is to increase the range of experiences so that the
student participants can use these in any way they please to achieve their own desired
learning changes.

Huit (1997) points out a variety of ways in which teachers ean implement the
humanist view towards education.
•

Allow the student to have a choice in the seleetion of tasks and activities
whenever possible.

•

Help students learn to set realistic goals.

•

Have students participate in group work, especially cooperative learning, in
order to develop social and affective skills.

•

Act as a facilitator for group discussions when appropriate.

•

Be a role model for the attitudes, beliefs and habits you wish to foster.

By providing students with elective subject choices, third level institutes are providing
learners with the opportunity to select which activities they would prefer. Group
projects within a curriculum facilitate cooperative learning. Classroom discussion in
traditional education or discussion threads and chat facilities in the online
environment provide for group discussions and enable the instructor to act as
facilitator. These are just some ways in which the humanist teaching strategies can be
applied in a third level curriculum.

4.2.4

Social Learning Theory

As for the social learning approach. O’ Grady (2001) believes that it arose out of the
simple observation that, contrary to behaviourist assumptions, learning oceurs in the
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absence of behaviour or at least in the absence of the learner having to do anything.
The social learning approach suggests that it is perfectly possible to learn from
watching the behaviour of others. A child does not have to figure out by trial and
error how to fire an arrow from a bow, for example. He or she can see someone else
perform the action and then go on to do it at the first attempt.

Social learning theory holds that a large amount of human learning is done
vicariously, through observing another person making the skilled responses and then
by trying to imitate the response of the model. By this means, the observer can often
learn and some time later perform novel responses without ever having made them
before or having been reinforced for them. It is obvious that many human skills could
not be acquired at all without this observational learning, and that most other skills,
such as driving, which could be learned laboriously by reinforcing successive
approximations alone, are in practice taught more efficiently through verbal
instructions and demonstrations by a model performer (Bower, 1981). However, it is
also important to note that other tasks such as a person learning how to write in
another language could not be explained by the social learning theory alone. That is
why the average instructor usually encompasses an array of learning theories rather
than one specific theory.

Bandura is a major proponent of Social Learning Theory and he was amongst the first
to underline the importance of how learners observe and copy the actions and
reactions of others as part of their own learning methods. Of the hundreds of studies
Bandura was responsible for, Boeree (1998) and others highlight one group which
stands out above the others - the bobo doll studies. He made a film of one of his
students, a young woman, essentially beating up a bobo doll (a doll with a weight in
the bottom that enables it to bob back up of it is knocked down).

The woman

punched the doll, shouting "sockeroo!" She kicked it, sat on it, hit it with a little
hammer, and so on, shouting various aggressive phrases. Bandura showed his film to
groups of kindergarteners who, as you might predict, liked it a lot. They then were let
out to play.

In the play room, of course, were several observers with pens and

clipboards in hand, a brand new bobo doll, and a few little hammers. And you might
predict as well what the observers recorded: A lot of little kids ‘beating the daylights’
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out of the bobo doll. They punched it and shouted "sockeroo", kicked it, sat on it, hit
it with the little hammers, and so on. In other words, they imitated the young lady in
the film. These children changed their behaviour without first being rewarded for
approximations to that behaviour!

This does not fit well with the standard

behaviourist learning theory, which Bandura found a bit too simplistic. He called the
phenomenon observational learning or modelling, and his theory is usually called
social learning theory.

Lev Vygotsky (1896 - 1934) another theorist in this area worked on the Social
Development Theory. He believed that social interaction is the basic building block
in the development of cognition. Effective learning must be suitably matched to the
present state of the learner’s social development. The major theme of Vygotsky's
theoretical framework is that social interaction plays a fundamental role in the
development of cognition. Vygotsky (1978) states: "Every function in the child's
cultural development appears twice: first, on the social level, and later, on the
individual level; first, between people (interpsychological) and then inside the child
(intrapsychological). This applies equally to voluntary attention, to logical memory,
and to the formation of concepts. All the higher functions originate as actual
relationships between individuals" (p57).

A second aspects of Vygotsky's theory is the idea that the potential for cognitive
development is limited to a certain time span which he calls the "zone of proximal
development" (ZPD). Furthermore, full development during the ZPD depends upon
full social interaction. The range of skill that can be developed with adult guidance or
peer collaboration exceeds what can be attained alone (Buell, 2001).

A major distinction between these theories and those mentioned so far is the concept
of the involvement of other people in the learning process.

Behaviourism,

cognitivism and constructivism seem to concentrate on the individual’s central and
cmcial role in the acquisition of knowledge - and ultimately, all learning is indeed
individual, internal and intrinsic. However, Social Learning Theory acknowledges a
possible role played by others in this.
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The important message for curriculum development stemming from these theories is
the need for social interaction. In a distance learning teaching environment tools such
as email, chat, discussion threads, video and audio conferencing are all methods used
to provide for these social needs. Live video, recorded video or indeed scheduled face
to face events would also be needed in order to put Bandura's observational theory
into practice.

Alessi and Trollip, (2001) emphasise that the development of effective materials (in
any medium), which facilitate learning, requires an understanding and appreciation of
the principles underlying how people learn. However, no universal agreement exists
on how learning occurs.

Many educators are strong proponents of particular

approaches, whereas others take a more eclectic approach, which comprises a
combination of principles from different theories.

4.2.5

Adult Learning Theory

Knowles’ (1984) theory of Andragogy sets out to organise knowledge about adult
learners into a systematic framework of assumptions, principles and strategies. This
theory attempts to explain why adults learn differently to other types of learners.
According to the theory of Andragogy learners are autonomous and self directed.
They have a tremendous amount of life experiences with which they need to connect
their learning. Pedagogy theory, on the other hand, indicates that learners rely on the
instructor to direct the learning and they are using the learning experience to build a
knowledge base. Adults call on past experiences to help with new learning situations.
They rely less on memory and more on task related learning. They learn by means of
trial and error, but need to have a task demonstrated prior to trying it themselves. A
review of the literature reveals that the following assumptions can be made regarding
adult learners:

■

Adult learners are autonomous and self-directed.

■

Adults have a need to know why they should learn something.

■

Adults bring to their studies a considerable store of knowledge and experience
grained over the years.
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■

Adults enter into a learning experience with a problem-centred orientation to
learning.

■

Adults need immediate application of knowledge.

(Alber, 1996; Daines, Daines, and Graham, 1993; Knowles and Associates, 1984;
Rogers, 1996)

According to Alber (1996), the style of instruction changes for adult learners. While
pedagogy is concerned with transmitting the content, Andragogy is concerned with
facilitating the acquisition of content by the learners. Knowles (2002) notes that
because adults are themselves richer resources for learning than children, greater
emphasis can be placed on techniques that tap the experience of the adult learners,
such as group discussion, the case method, the critical-incident proeess, simulation
exercises, role playing, skill-practice exercises, field projects, action projects,
laboratory methods, consultative supervision, demonstration, seminars, work
conferences, counselling, group therapy, and community development. There is a
distinct shift in emphasis in Andragogy away from the transmittal techniques so
prevalent in youth education - the lecture, assigned readings, and canned audio visual
presentation. It is suggested that the planning process should involve the learner.

According to the theory of Andragogy, the following teaching techniques are best
suited to adult learners.

Allow room for learners to provide their own ideas.
Teach by means of tasks not memorisation
Instruction should be problem centred.
Use open-ended questions to allow learners to share their experiences.
Integrate new information with the learner’s pervious experiences.
Make sure the information is relevant to the task at hand.
Make sure the information is readily useable for the learner.
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Table 4.1

Summary of theories

Theory
Behavioural Theory

■
■
■
■
■

Cognitive/Constructivist
Theory

■
■
■

Humanist Theory

■
■
■
■
■
■

Social Theory

Adult learning Theory

■
■
■
■
■
■
■
■
■
■
■

Key points for course design
Learning should be reinforced
Provide stimulus
Reward good responses
Provide opportunities for the learner to do
something with the material to be learned
Stipulate the goal of the education program in
concrete behavioural terms
Learner is viewed as an active participant in the
knowledge acquisition process
Arrange material in manageable chunks
Teachers must link the topic being taught to the
discipline of the student so the student can put the
information into context
Tasks should be situated in real world contexts.
Teachers should present multiple perspectives
Learning should stem from the needs and wants of
the learner
Students should be praised
Tailor contents to fit the immediate needs of the
learner
Students should be encouraged to participate in the
learning
Increase the range of experiences
Provide for human interaction
Use a mix of group and individual projects
Learners observe and copy the actions and reactions
of others
Allow room for learners to provide their own ideas.
Teach by means of tasks not memorisation
Instruction should be problem centred.
Use open-ended questions to allow learners to share
their experiences.
Integrate new information with the learner’s
pervious experiences.
Make sure the information is relevant to the task at
hand.
Make sure the information is readily useable for the
learner.
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4.3

Learning Styles

Knowledge of theories alone, however, is not enough to enable an instructor to design
a successful curriculum.
considered as well.

Both learning styles and teaching strategies need to be

And in a distance-learning curriculum this needs to be done

before moving on to the decision of what methods will be used to deliver the material.

As has been seen there are several learning theories and each provides tenets from
which to create teaching strategies. The selection of teaching strategies however
should be based on the instructional objectives, the content and also on one's
understanding of the learning process and learner styles.

Andrusyszyn et al. (1999) evaluated a blend of educational delivery methods used
over a two-year period in a Primary Care Nurse Practitioner program.

Students,

professors, and tutors responded to a questionnaire designed to assess their
perceptions of and satisfaction with the delivery methods. Andrusyszyn et al. suggest
that because each delivery medium has unique characteristics, not all will suit every
leamer or educator.

Adult learners have different and preferred learning styles,

multiple roles, and complex lives. Some may prefer experiential and/or experimental
teaching-learning activities, whereas others need a more traditional visual or auditory
method.

Some may value interaction with others in small and/or large groups,

whereas still others may prefer to learn on their own. Similarly, various delivery
media have inherent features that may or may not appeal to all learners. Audio
teleconferencing, for example, may appeal to those who rely on listening skills,
whereas video-teleconferencing may suit those who use visual and auditory skills.

Before making any decisions as to what methods should be used for the proposed
Sports Development course this study will firstly look at the different types of learners
and learning styles instructors could be faced with.

Carol Twigg (1994) suggests that the current system of teaching and learning is
changing as institutes respond to the changing definition of learning. Information
technology is playing a central role in those changes, driving the information
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explosion and making it possible for instructors to think about new ways of
responding to new demands.

Increasingly more is known about how people learn. The growing sophistication
about the nature of learning, points inevitably to the virtues of individualised learning
and to the creation of customised learning environments that accommodate the diverse
learning styles that students possess. Learning styles are simply different approaches
or ways of learning. To fully engage students in a course, it is necessary to take into
account, and provide for, inherent learning style differences.

Schroeder (1996) points out that the "typical" student learning style profile is
changing on campuses today and there is a much greater variation in the range of
learning style preferences to be considered. Therefore it would be wise to understand
what learning style preferences are, and how to address them when preparing
instructional materials for adults.

The target audience for the proposed Sports Development course is comprised of
adults as opposed to "preadults" since it is a third level course and those attending
third level are deemed to be adults.

Two studies (Beder and Darkenwald 1982;

Gorham 1984) examined the area of adult education and both studies found that
teachers believed adults to be significantly more intellectually curious, motivated to
learn, willing to take responsibility for their learning, willing to work hard at learning,
clear about what they want to learn, and concerned with the practical applications and
implications of learning than were children and adolescents (Imel, 1989).

As

previously discussed Knowles’ theor>' of andragogy attempts to differentiate the way
adults learn from the way children learn.

From the literature focusing on frameworks and theories of learning. Stage, Muller,
Kinzie and Simmons (1998) have identified several general practices that promote
learning for college students.

■

Social learning experiences, such as peer teaching and group projects, particularly
those that promote group construction of knowledge, allow a student to observe
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other students' models of suceessful learning, and encourage him or her to emulate
them;
Varying instructional models that deviate from the lecture format, such as visual
presentations, site visits, and use of the Internet;
Varying expectations for students' performance, from individual written formats to
group work that includes writing and presentation, interpretation of theatrical,
dance, musical, or artistic work, and performance of actual tasks at a work site;
Choices that allow students to capitalize on personal strengths and interests;
Course material that demonstrates valuing of diverse cultures, ethnic groups,
classes, and genders.

Although it might be difficult or even impossible to incorporate all these practices into
one college class, if most college classes could incorporate just a few of these
elements, colleges would develop into more learning-centred communities and would
move toward meeting the learning needs of a greater portion of their students.

So what are the different learning styles and how can an instructor cater for them in a
distance learning environment? Learning styles can be grouped under three simple
headings; Visual, Auditory and Kinesthetic.

4.3.1

VisuaK Auditory, and Kinesthetic Learners

As the name suggests visual learners learn through seeing. These learners think in
pictures and learn best from visual displays including: diagrams, illustrated textbooks,
overhead transparencies, videos, flipcharts and handouts. During a lecture they take
detailed notes to absorb the information.

Visual learners want to see the words

written down and a pictorial view of what is being described. They remember and
understand through the use of images. They like a lot of graphics to help them
process text-based information. These can be in the form of simple graphics or they
can include complex images such as animated gifs or rollovers in computer based
courses. The images used however must relate to the content they are not there just
because they look good. In short the visual learner prefers to look at illustrations or
text, or to watch others do something, rather than listen only.
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Auditory learners learn through listening. They learn best through verbal leetures,
discussions, talking things through and listening to what others have to say. For the
auditory learner written information may have little meaning until it is heard. These
learners like brainstorming and class discussions and in general talking with people, if
an instructor was trying to facilitate this in a distance learning course they would
either have to arrange face to face meetings or they would use some of the
technologies that cater for this type of communication. For instance, chat rooms and
bulletin boards work well for auditory learners.

Discussions can take place over

discussion threads, bulletin boards, and in chat rooms.

Auditory learners remember by talking aloud and talking through a concept they don’t
understand.

They prefer group projects, discussions, presentations, and videos to

textbooks or workbooks. This learner tends to remember what they hear, therefore
some form of audio either narration or synchronous communication with the
instructor and fellow students needs to be included in the curriculum plan to cater for
this style of learning.
Kinesthetic learners need to do things, not Just watch or listen, to gain understanding.
They learn best through a hands-on approach, actively exploring the physical world
around them. They may find it hard to sit and listen for long periods of time without
actually getting involved.

They need activity and opportunities for exploration.

Kinesthetic learners become physically involved in the subject being studied. They
prefer physically handling learning material and completing projects. In short, they
remember things by actually doing them.

One strategy, which caters for the

Kinesthetic learner is to break the material down into small chunks and then provide
many interactions in between each of these chunks, this will feed their need for
artivity.

A number of people, however, have tried to “catalogue” the ranges of learning styles
ir more detail than this. Those used most often in the education sector are explained
n)w'.
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4.3.2

Myers Briggs Type Indicator (MBTI)

During the early 1900s, Carl Jung established a field identifying distinet personality
patterns. Many theorists have since broken these patterns into categories attempting
to make them easier to understand. The most widely used is the Myers Briggs Type
Indicator (MBTI).

Myers-Briggs Type Indicator assesses the influences of basic

personality on preferred approaches to acquiring and integrating information. The
MBTI describes four personality types: the El (Extravert/Introvert), the SN
(Sensing/Intuition), the TF (Thinking/Feeling), and the JP (Judging/Perceptive.) This
instrument is more complicated than the other models discussed here, since they are
strictly learning models while the MBTI is a personality model.

The following

paragraphs explain two further theories which are more directly related to learning
and therefore more suited to the area being studied in this research.

Howard Gardner proposed the theory of multiple intelligences while David Kolb,
whose model is perhaps one of the best known, proposed four learning styles.

4.3.3

Multiple Intelligences

Dr. Howard Gardner, professor of education at Harvard University, developed the
theory of multiple intelligences in 1983. In his research he points out that school
systems often focus on a narrow range of intelligence that involves primarily
verbal/linguistic and logical/mathematical skills. While knowledge and skills in these
areas are essential for surviving and thriving in the world, he suggests that there are at
least six other kinds of intelligence that are important to fuller human development
and that almost everyone has available to develop.

They include visual/spatial,

bodily/kinaesthetic, musical, interpersonal, naturalist and intrapersonal intelligence
(Dickinson, 2001). If instructors can develop ways to teach and learn by engaging in
all eight intelligences, they will increase the opportunities for student success.

In reviewing Gardner’s theory that everyone is bom possessing eight intelligences
Brualdi (1996) points out that all students will come into the classroom with different
sets of developed intelligences. This means that each child will have his own unique
set of intellectual strengths and weaknesses.

These sets determine how easy (or
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difficult) it is for a student to learn information when it is presented in a particular
manner. This is commonly referred to as a learning style. Many learning styles can
be found within one classroom. Therefore, it is impossible, as well as impractical, for
a teacher to accommodate every lesson to all of the learning styles found within the
classroom.

To cater for multiple intelligenees an instructor should try to connect what they are
teaching with;
■

Words (linguistic intelligence)

■

Numbers or logic (logical-mathematical intelligence)

■

Pictures (spatial intelligence)

-

Musie (musical intelligence)

■

Self-reflection (intrapersonal intelligence)

■

A physical experience (bodily-kinesthetic intelligence)

■

A social experience (interpersonal intelligence)

■

An experience in the natural world (naturalist intelligence).

Armstrong (2000) points out that instruetors don’t have to teach or learn something in
all eight ways, just see what the possibilities are, and then decide which particular
pathways interest them the most, or seem to be the most effective teaching or learning
tools. The theory of multiple intelligences is so intriguing because it expands an
instructor’s horizon of available teaching/leaming tools beyond the eonventional
linguistic and logical methods used in most schools (e.g. lecture, textbooks, writing
assignments, formulas, etc.).

In a study carried out by Bruce Campbell (1990) to test the successfulness of a
multiple intelligences classroom Campbell designed a curriculum which catered for
each of the seven intelligences. The results of the study found that;
■

Students displayed increased independence, responsibility and self direction
over the course of the year.

■

Students previously identified as having behavioural problems made
significant improvement in their behaviour.

■

Cooperative skills improved in all students.
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Ability to work multimodally in student presentations increased throughout
the school year with students using a minimum of three to five intelligences
areas in their classroom reports.
Leadership skills emerged in most students.
Parents reported frequently that behaviour improved at home, more positive
attitudes about school exhibited, and attendance was increased.

Brualdi (1996) suggests that accepting Gardner's Theory of Multiple Intelligences has
several implications for teachers in terms of classroom instruction. Educators will
have to recognise and teach to a broader range of talents and skills, and they will also
have to structure the presentation of material in a style which engages most or all of
the intelligences.

4.3.4

Learning Style Inventory

David Kolb’s Learning Style Inventory is the final model to be discussed. It is one of
the best known and widely used models in the area of education according to the
literature and it is based on the learning cycle. Kolb argues that each of the stages of
the learning cycle calls for different learning approaches and appeals to different
kinds of persons (Rogers, 1996).

Kolb's model assesses the individual's preferred

intellectual approach to assimilating information.

It is important to note that the

Learning Style Inventory was never intended to be used as a tool to segregate students
with different learning styles.

Kolb (1984) suggests that the learning cycle involves four processes that must be
present for learning to occur. Hartman (1995) reviewed these processes and proposed
examples of how one might teach to each of them:
■

Concrete experience involves learning through direct involvement in a new
experience (laboratories, field work, observations);

■

Reflective observation involves learning through watching others or through
thinking about ones own experiences or those of others (logs, journals,
brainstorming);

■

Abstract conceptualisation involves learning by creating concepts and theories
to describe and explain observations (lecture, papers, analogies); and
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Active experimentation involves learning by using the theories and concepts
have been derived to solve problems and make decisions (simulations, case
study, homework).

From these processes Kolb proposes four learning styles

Convergers (or Experimenters)
Litzinger and Osif (1992, 78-79) state that Convergers are motivated to discover the
relevancy or “how” of a situation.

Application and usefulness of information is

increased by understanding detailed information about the system’s operation. They
rely most on abstract conceptualising and active experimenting. They like to find
specific, concrete answers and move quickly to solution. Instructional methods that
suit Convergers are mainly interactive instruction with the possibility of workbooks as
additional material for students to explore.

Assimilators (or Theorists)
Assimilators are motivated to answer the question “what is there to know?” They like
accurate, organised deliveiy of information and they tend to respect the knowledge of
the expert. They aren’t that comfortable randomly exploring a system and they like to
get the ‘right’ answer to the problem (Litzinger and Osif, 1992, 78). They rely most
on abstract conceptualising and reflective observation. They like to integrate ideas
and are more interested in theoretical concerns than in applications.

Instructional

methods that would suit this type of learner include lecture method followed by
demonstration, exploration of a subject in a lab, followed by a tutorial for which
answers are provided.

Divergers (or Reflectors)
Divergers rely on concrete experience and reflective observation.

They like to

generate many ideas and enjoy working with people. They enjoy class discussion and
working in groups. Litzinger and Osif (1992, 78) state that Divergers are motivated to
discover the relevancy or “why” of a situation. They like to reason from concrete
specific information and to explore what a system has to offer and they prefer to have
information presented to them in a detailed, systematic, reasoned manner. Honey and
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Mumford (1992) suggest that Reflectors learn best from activities where they are able
to stand back from events and observe, such as watching a video. They also like to
carry out research so project work would suit these types of learners.

Other

instructional methods such as lectures and hands-on exploration also suit these
learners.

Accommodators (or Activists)
Accommodators rely on concrete experience and active experimentation. They take
risks, are action oriented, like new experiences, are very adaptable in new situations,
and they prefer a hands-on approach. Accommodators are motivated by the question,
“what would happen if I did this?”

They look for significance in the learning

experience and consider what they can do, as well as what others have done
previously. These learners are good with complexity and are able to see relationships
among aspects of a system.

Teaching styles which suit this learning style are

basically anything that encourages independent discovery, and they prefer to be active
participants in their learning (Litzinger and Osif, 1992, 79). According to Honey and
Mumford (1992), Activists involve themselves fully and without bias in new
experiences. They learn best from activities where there are new problems from
which to learn and also from short activities such as business games, competitive
teamwork tasks, and role-playing exercises.

People learn from all four experiences, but of the four is their favourite. The ideal
training environment would include each of the four processes.

In the course of a person’s life they develop their own learning style. Rogers (1996)
suggests that every individual develops through experience one or more preferred
learning styles. It is important to stress that learners tend to use all of these styles;
they do not confine their learning efforts to only one. But they prefer to use one or
perhaps two modes of learning above the others; learners feel stronger at learning
through one approach rather than through any of the others.
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4.4

Teaching Strategies

There are probably as many ways to "teach" as there are to learn. The purpose of the
following paragraphs is to discuss teaching strategies. The choice of which teaching
strategy to use is made based on the course objectives, keeping in mind the variety of
possible learner styles. Later these strategies will be matched to the objectives of the
proposed Sports Development course and the results will be included as one of the
criteria used to recommend a set of delivery methods for the course.

Today lecturers are feeling the pressure to lecture less, to make learning environments
more interactive, to integrate technology into the learning experience, and to use
collaborative learning strategies when appropriate.

Therefore, when deciding on

leaching strategies an instructor needs to consider the purpose of their sessions and
then choose strategies and delivery methods that aim to maximize learning
opportunities for students.

Rowntree (1982) groups teaching strategies under two headings exposition and
discovery. Rogers (1996) however, says that teaching strategies or methods can be
divided into four main groups; presentation methods, participatory methods, discovery
methods, and evaluation methods. According to Ornstein (1995) practice and drill,
questioning, lecturing and explaining, and problem solving are the instructional
strategies used by the majority of teachers most of the time. The possible headings
under which to group teaching strategies are endless.

The important point here is not how to group teaching strategies but the strategies
themselves. As previously mentioned, there are as many ways to teach as there are to
learn and it would be impossible to cover all of them in this study (or possibly any
study), therefore this section will cover those strategies which appeared most often in
the educational literature reviewed.

Knowledge is used to describe the process of conveying information. According to
Sparkes (1993) there are a number of ways of teaching knowledge at a distance:
principally printed texts, audio and videotapes, and computer-aided learning. In order
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to foster better understanding, these strategies could be accompanied by others,
namely case studies, project and practical work.

Printed texts are likely to remain the backbone of distance teaching for some time to
come. However, more recently third level institutes are moving towards electronic
text based material such as web pages or CD ROMs (Sparkes, 1993).

Sparkes

suggests that printed text have begun to include features aimed at improving their
teaching effectiveness for different learner styles. These include: explanations of
cifficult concepts expressed in different words, symbols and illustrations, which
v^ould make this type of strategy more suited to the visual learner; the use of
audiotapes in conjunction with texts, which would accommodate the auditory learner.
Interaction or hands-on teaching strategies would need to accompany the printed texts
in order to facilitate the kinesthetic learner. In electronic text based material there are
much more options.

For instance, textual information can be accompanied by

graphics, illustrations or even animations. Interactive question pages can be included
and depending on the level of technology the inclusion of audio and video is also a
pnssibility.
Education at a distance by means of printed material comes under the heading of
correspondence study, which Moore defines as:

"Correspondence study is that form of distance education in which the learning is
d rected or facilitated through communications in print and in writing, although these
communications might be supplemented by other media" (1990, p346).

Correspondence strategies can be carried out electronically by use of technologies
SLch as email and perhaps e-chat facilities or traditionally through print and face-toface methods. Text based instruction is sent to the student and text based assignments
aie sent from the student to the instructor. Text based feedback is then returned to the
stjdent.

From time to time this text-based instruction can be supplemented by

s}nchronous communication (Paulsen, 1995).
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Correspondence study often comes under the heading of independent learning.
Independent learning enables students to study very much what they like, where they
like, to some extent at their own pace and in a manner that suits their own particular
needs (Cox, 1994).

To equip students to be independent learners teachers take on the role of facilitator.
Teachers are still considered knowledge experts who have a clear understanding of
their subject matter.

Yet, their new role involves promoting more self-directed

learning activities that cultivate achieving knowledge objectives through personal
study.

In the case of online learning teachers are challenged to carefully design

instructional activities that guide their students into on-line learning situations that
promote personal acquisition of knowledge.

It requires planning creative on-line

instructional assignments that intellectually stretch their students but does not confuse
or overwhelm them (Muirhead, 2001).

Independent learning appears very often in the literature under the heading of distance
education. The distance education format challenges teachers to develop a learning
environment that places more responsibility on the student to accomplish academic
tasks with minimal teacher assistance. Students are treated as adults who are capable
of effectively learning new ideas and academic disciplines (Kasworm and Bing,
1992). This type of strategy on its own would not suit all learner styles, for example
‘Divergers’ who enjoy class discussions and working in groups would not appreciate
a course taught solely by means of independent learning. For this type of learner
social and interactive strategies would need to be included to balance the learning
experience.

Lecturing is a teaching strategy that suits the auditory learner. For many years, the
lecture method was the most widely used instructional strategy in college classrooms.
Nearly 80% of all U.S. college classrooms in the late 1970s reported some form of the
lecture method to teach students (Cashin, 1990). Used in conjunction with active
learning teaching strategies (e.g. case studies, projects, debates), the traditional lecture
can be an effective way to achieve instructional goals.
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50-60 minute lectures are the traditional way of teaching students and can be efficient
when you wish to convey an amount of information to a large group. In a concise
description of a lecture, Knox (1987, p87) stated that a lecturer is an "expert [who]
presents participants with an organized in-dept presentation, often accompanied by
audiovisuals and questions and answers."

Lectures can be delivered easily in a

classroom environment; however, electronic lectures are also possible through
technologies such as audio-cassette, audio or Videoconferencing and also through text
based means such as online web pages or e-chat facilities. In 1987, Harasim argued
that delivering lectures online is awkward, because it requires instructors to write and
students to read much text on a screen. Today, however, this is not the case as written
computer conferencing is not the only way of delivering an online lecture.
Technologies such as desktop audio and Videoconferencing by means of tools such as
Microsoft’s NetMeeting can be used to deliver online lectures.
According to Ornstein (1995) lecturing is often described as “unnecessary,” “dull,”
and a “waste of time.” Also in McLeish's (1968) review of the lecture method, one
observer pointed out that lecturing increases student passivity and reduces the
student's role to note taking instead of luring students into more active learning.
However based on a review of several studies of the lecture method. Gage and
Berliner (1992) feel that the lecture technique is appropriate when (1) the basic
purpose is to disseminate information, (2) the information is not available elsewhere,
(3) the information needs to be presented in a particular way or adapted to a particular
group, (4) interest in a subject needs to be aroused, (5) the information needs to be
remembered for a short time, and (6) the purpose is to introduee or explain other
learning tasks.

If you wish to develop student skills, then motivation and practice are very important.
You need to provide opportunities for rehearsing the activity, for ‘coaching’, and for
giving feedback. Sparkes (1993) suggests that skills are taught by instruction and
demonstration and are learnt by practice, with error-correction where needed. He
indicates that instruction and demonstration aspeets of this can easily be achieved at a
distance by means of live or recorded video.

This is a very good strategy for

instruction and demonstration as it can be stopped and replayed at any time giving the
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student time to really take in what is being taught. However, Sparkes points out that
the provision, at-a-distance of opportunities for practice can be difficult. Paper and
pencil skills can be practiced by assignments however practical skills may need faceto-face sessions in order to facilitate practice. Face-to-face sessions also allow you to
personalise instructor involvement in distance education courses making it easier to
give error-correction where needed.

Practice and drill techniques can be used for many different reasons; introducing new
content with examples and then allow students to practice, check previously taught
skills by giving practice tasks, providing guided and individual practice etc. Omstein
(1995) suggests that Thorndike's law of exercise, which states that the more often a
stimulus-response connection is made, the stronger it becomes, and Skinner's finding
that reinforcement of a response increases the likelihood of its occurrence both
provide some basis for the old maxim that practice makes perfect.

Practice and drill techniques are often used for master learning where mastery of
certain concepts and skills must take place. According to Bloom (1976) the most
important techniques for teaching simple tasks or prior learning tasks involve practice
and drill.

Role plays are used for the purpose of learning and developing specific skills. For
example in a step aerobics class where a student is working towards teaching aerobics
upon completion of there course, role play may be used as a method of teaching
where the students take on the role of instructor and teach the class. Role play is a
strategy where students are required to act out specific roles. This type of strategy
would suit the Kinesthetic learner as it gives them the opportunity to try out what they
have learned in a hands-on experience. Hiltz (1986) argues that role-playing games
are usually hard to organise in large classes and that participants may feel too shy or
too time restricted to participate effectively in real-time role plays (Paulsen, 1995).

However a role play could be carried out without having students acting out roles as if
they were on stage. Students could take a role within a group and work on the tasks
that role is responsible for while other students work on tasks for other roles. For
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example, Johannesen taught an Information Systems course where the students were
assigned roles as user, accounting officer, project manager, labour union
representative etc. of a company planning to invest in a new office automation system.
The students had to elucidate the different facets of this project reflected through the
different roles (Paulsen, 1992).

Simulation is a similar strategy to role play and works well when you want to give the
students a sense of being in a real situation and trying to carry out the task being
taught.

In her review of teaching strategies, Paulsen (1995) describes the

Management Practices course taught in New Jersey Institute of Technology which is
an excellent example of simulation. This course integrated a Business Simulation
Game with computer conferencing where students were divided into groups and each
group represented a company. The game simulated nine years during nine weeks of
the course. Each year the students in each company established data such as price,
advertising, purchase, production, size of sales force, and so on. The companies were
evaluated based on the final results after nine years (Hsu, 1989). Simulation is a
strategy which fits the learning styles of Accommodators (activists) and Convergers
(experimenters) as these types of learners prefer interactive instruction and they prefer
to be active participants in their learning.

As mentioned earlier college students like teaching methods that deviate from the
traditional lecture format so strategies such as role play and simulation would fit into
this category. Adults are also very practical so tasks that give them the opportunity to
practice what they have been taught are very necessary.

Understanding is something every educator wants their students to gain from a
learning experience, however, the most we can do in an effort to foster understanding
is use teaching strategies which help develop understanding of a topic in our students.
Sparkes (1993), states that the teaching of understanding involves providing a variety
of experiences of the kind which engage the relevant concepts.

The aim is to

illuminate from a variety of directions the concepts forming in students’ minds, so
that they become as ‘real’ and useful as the everyday concepts they use all the time.
Strategies such as multimedia are lightly to be successful at developing understanding
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if they make repeated use of the eoncepts which underpin the information being
delivered. Interactive strategics are mainly used to foster understanding in students.

While discussing teleconference sessions in a distance learning course Schieman et al.
(1992), recognising the importance of leamer/instructor interaction in distance
education, suggest that course developers should include interaction strategies such as
breakaway sessions (i.e., where learners can interact in small groups in the
teleconference sessions), class discussions, student presentations, and question and
answer periods in each of the teleconference sessions. Learners enrolled in courses
could interact with the instructor on an individual basis through a journal.

Working in groups can often be more effective when trying to develop understanding
in students.

Cooperative learning is an approach to teaching that is based on

educational methodology in the area.

Long studied and used at the K-12 level,

cooperative learning techniques are now finding wider application in university
classes.

According to Cooper, et al. (1994), cooperative learning is a structured,

systematic instructional strategy in which small groups of students work together
toward a common goal (e.g. group projects). These authors cite a number of studies
which find that cooperative learning is generally more effective than more traditional
forms of instruction and rarely less effective.

Cooperative techniques such as project and problem based learning are a good way to
tie together all the themes that the student has learned during the course of study.
These strategies suit most styles of learners particularly kinsthetic learners and those
who come under the heading of Accommodator (Activists) in Kolb's list of learning
styles. Group projects especially provide a social experience which meets the needs
of the interpersonal intelligence outlined by Gardner. Projects and problem-based
learning (Bond and Feletti 1991) are now popular for several reasons, especially for
sustaining motivation. Then fact that students enjoy them is often regarded as a key
factor (Sparkes, 1993).
During the 1900s educational opinion increasingly turned to addressing the relevance
of what was being taught to pupils, that is, to learning for some purpose.

That
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purpose is usually, in some form or another, to address a particular problem (Brown,
1995). For example, students may be given a major project at the beginning of the
course to be complete by the end of the year. During the year the students and
teacher, working both cooperatively and individually, develop a solution for that
project.

Effective collaborative or cooperative learning involves more than providing students
with opportunities for learning together. Effective collaboration means that students
perceive the importance of working actively with classmates to learn, act in ways that
facilitate this learning, and, eventually, internalise the value of cooperation as both a
means to learning and an end. Effective collaboration means that students think, act,
and feel in ways which both promote the learning of others and, at the same time,
promote their own learning (Abrami and Bures, 1996).

Harasim et al. (1995), suggest that as the online medium matures and many more
educators adapt their subject areas to the environment, examples of collaborative
activities and assignments are growing and leading to a climate of acceptance for
innovative ideas in how groups of distance learners can work together online. The
Web often acts as the resource around which the activities are designed, in some cases
using course-specific materials and readings provided by the tutor, and in other cases
using the vast materials from other Web sites world-wide.

Discussion and debate are two strategies which allow students to collaborate from a
distance. Discussion according to Squires (1994) is a deceptively informal method of
teaching, and people sometimes feel that they don’t need to prepare for it. In fact
Squires suggests that the instructor may need to do more to prepare for a discussion
than a lecture because they need to be ready for the various contingencies, twists and
turns.

According to Paulsen (1995) facilitating a discussion on-line is in many ways similar
to facilitating a discussion using face-to-face techniques. Cooper and Selfe (1990)
state that at their best, computer conference discussions are what we often hope inclass discussions will be: discussions in which everyone investigates problems and
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ideas of common concern. The discussions are focused on the topics of the course
and explicitly bring in ideas presented in the readings.

But because entries in

computer conferences are written, students do not have to compete for the floor and
can say as much as they want to without being interrupted, although they still must be
responsive to the interests of their classmates if they don't want to be ignored.

If the group is dozy or apathetic. Squires (1994) suggests that the instructor sets up a
conflict situation where two teams are debating two sides on a controversial question.
Seaman and Fellenz (1989, p65) wrote: "A debate is a structured discussion during
which two sides of an issue are presented and argued by two or more individuals
within a given time period.” Another explanation was offered by Knox (1987, p88):
"Similar to a lecture or panel, but two or four debaters argue two sides of an
important issue to clarify differences and related reasoning. ” (Paulsen, 1995) This is
essentially an interactive teaching strategy in which all participants have the
opportunity to take part in the learning process. All students need to research the
issue and know as much as possible about the topic and on the day they are told which
point of view they are to argue from. It also provides for collaborative learning as
they are learning from each other as well as individually when they are researching
the topic. The auditory learner to whom written information has little meaning until it
is heard particularly likes these methods.

The use of case studies is another way of assisting students in understanding and
applying course content.

A case study can be explained as a "discussion of a

prepared case situation, which helps participants understand and practice problem
solving and decision-making procedures" (Knox, 1987, p89).

An alternative

explanation was offered by Seaman and Fellenz: "Generally [case study] refers to a
description of a real and relevant situation that is complex enough to warrant
analysis (Seaman and Fellenz, 1989) (Paulsen, 1995). Case studies are even more
effective if they are locally relevant as students can relate better to them.

Questions and answer sessions is a strategy which often comes along with other
methods for example after a presentation or before a project and it is another method
of initiating discussion. Omstein (1995) suggests that good teaching involves good
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questioning, especially when large groups of students are being taught.

Skilful

questioning, according to Omstein, arouses the students' curiosity, stimulates their
imagination, and motivates them to search out new knowledge. It can challenge the
students, make them think, and help clarify concepts and problems related to the
lesson.

In the classroom teachers can question students as part of an in-class

discussion. In online courses questioning is usually carried out by means of online
chat or discussion threads however questions are also included as part of the course
content at different stages to reinforce the topic being taught. At different intervals
throughout the content usually every three to five screens the student is presented with
a question which they must attempt in order to proceed.

As previously mentioned when reviewing knowledge strategies, lectures are not the
best way of fostering comprehension, if you wish to promote comprehension then
students need the time to reflect and question, this can be managed better in tutorials.
Tutorials are basically sessions where students work through problems individually or
in groups with assistance from the tutor. In this type of teaching the students are more
active and the lecturer becomes more a facilitator, acting as a resource to the group.
These small group strategies may involve student presentations, role plays, games etc.

Small group tutorials, like lectures, are usually few and far between in distance
teaching courses, but because they can be very effective it is important that the best
use is made of them (Sparkes, 1993).

Marta Mena (1993) suggests that the role of materials in a distance program is to
guide the learning, orienting the student to study independently. In the same way that
one believes that learning happens only through active and engaged participation, one
cannot convert the participant into a passive receiver of information.

What an

instructor should do, from Mena's point of view, is generate spaces in the materials
because it is participation that makes it effective. Mena suggests that the materials
should not only contain information with some comprehension activities, but the ideal
is to structure them taking into account, in their proposal, different strips or moments
of:
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■

Information'. Where data is provided to enlarge the understanding of the outlined
problems and to contribute to their solutions.

■

Reflection'. Where the participant is asked to reflect, individually or in-group, to
help him or her relate the information to his or her reality or to deepen the
knowledge of a specific aspect of it.

■

Exchange and discussion'. Which puts forth the confrontation of ideas within the
pertinent group, leading to the contrast of one's own convictions with those of
others, and producing in this way co-operative knowledge.

■

Data relevance'. Where the participant is asked to gather data from his or her
reality that relate to the problem or topic being studied, so later the participant can
work with them and not with other data that are unfamiliar to his/her experience.

■

Elaboration'. Where the elaboration - in a way that builds self-knowledge - of any
study related to the conclusions at which he or she has arrived in his or her work is
suggested.

■

Evaluation'. Which provides different means of evaluation, leading the participant
to test the adequacy of his or her advances, with the possibility of solving the
outlined problem effectively.

Teaching-at-a-distance can involve the effective use of many media and methods,
including printed texts, videotapes, audio-tapes, practical work, projects, computers
and telephones as well as occasional lecturing, classroom teaching and tutoring
(Gottschalk, 2000).

Teaching methods is one of the earliest things an instructor

decides upon. It goes hand in hand with course objectives. Most practicing teachers
know that all teaching methods are valid in their context. Instructors should use
whatever methods best achieve their course objectives, within their resources. Kemp
(2000), points out the need for instructors to recognise that frequently more than one
method should be used to accomplish topic objectives so as to serve the various
learning styles of students.
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Table 4.2

Summary of a variety of teaching strategies covering a
range of learning styles

Teaching Strategy
Lecturing
Printed texts
Audio tapes
Video
Computer Aided Learning
Class discussion
Debates
Group projects
Case studies
Demonstration
Practice and Drill
Role plays
Simulation
Breakaway sessions - small
groups
Student presentations
Questions and Answer sessions
Tutorial
4.5

Learning Style
Auditory learner, Assimilator
Visual learner
Auditory learner
Auditory learner. Visual learner. Divergers
Auditory learner. Visual learner, and Kinesthetic
learner
Auditory learner. Divergers, Convergers
Auditory learner. Divergers, Convergers
Divergers, Kinesthetic learner, Accommodators
Kinesthetic learner, Accommodators
Visual learner. Auditory learner, Assimilator
Kinesthetic learner, Accommodators
Kinesthetic learner, Accommodators
Kinesthetic learner, Accommodators,
Convergers
Kinesthetic learner. Auditory learner,
Accommodators, Convergers, Divergers
Kinesthetic learner. Auditory learner. Visual
learner
Auditory learner. Divergers, Convergers
Assimilators

Conclusion

The development of effective instructional materials, in any delivery medium, which
facilitate learning, requires an understanding and appreciation of the principles
underlying how people learn. There is, however no single theory on how learning
occurs. In designing their course material most instructors include a combination of
principles from different theories. Similarly, there are a wide range of learning styles
and not all learners have the same style.

A learner’s style of learning, if

accommodated, can result in improved attitudes towards learning and an increase in
productivity, academic achievement, and creativity (Griggs, 1991).

Therefore, it is

necessary for any instructor to adopt a wide range of teaching-learning activities in
order to cater for different learning styles.
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Chapter 5

5: Methodology
5.1

Introduction

The aim of this research is to propose an Open Distance Learning (ODL) delivery
model for a third level course in Sports Development. In order to do this the research
began by examining the course content and developing a curriculum plan.

The

purpose of this was to help identify what the appropriate teaching and learning
strategies are. This information plus other variables such as, the cost of a delivery
method, the availability of a delivery method, and student satisfaction with delivery
methods to date according to those who have already used them, enabled the
researcher to produce a series of recommendations for the delivery of the proposed
ODL course.

In short the research methodology which was used, comprised the following:
■

An analysis of the Sports development content in order to identify appropriate
distance learning teaching strategies

■

Cost analysis

■

Availability analysis

-

A questionnaire to gather student feedback on delivery methods they have used

5.2

Objectives

■

To outline the elements of the various distance learning delivery methods.

■

To examine the content of the proposed Sports Development course in order to
identify the teaching and learning strategies appropriate for the various elements
involved.

■

To suggest delivery methods that would best facilitate these teaching strategies
and different learning styles.

■

To develop a set of criteria suitable to assess viability of each of the delivery
methods.
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■

To produce a series of recommendations for the delivery of the proposed ODL
course in Sports Development.

5.3

Analysis of Sports Development Content

To achieve these objectives the researcher began by examining the content of the
proposed Sports Development course.

After researching the steps in curriculum

development the researcher began with the first stage of curriculum development statement of purposes. This involved outlining the aims and objectives of the various
types of modules in the course. This helped determine what delivery methods could
be used for the Sports Development course, however, other issues such as cost,
availability and user satisfaction also had to be considered before making any
recommendations.

5.4

Cost

The researcher examined how much each delivery method would cost the institute and
the learner.
- To find out how much each delivery method would cost the institute the study
had to divide each delivery method up into:
■

The cost of hardware - supplier Web Sites and catalogues were used in
order to find out the cost of the hardware needed for each delivery method.

■

The cost of software - supplier Web Sites and catalogues were used in
order to find out the cost of the software needed for each delivery method.

■

The cost of delivery - service providers such as telecommunication
companies and postal companies were consulted to identify the cost of
delivery.

■

The cost of development - this cost is different depending on whether
development is carried out in house by members of staff or contracted out
to development companies.

- To find out how much each delivery method would cost the learner the study
had to divide each delivery method up into:
■

The cost of hardware - supplier Web Sites and catalogues were used in
order to find out the cost of the hardware needed for each delivery method.
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The cost of software - supplier Web Sites and catalogues were used in
order to find out the cost of the software needed for each delivery method.
The cost of participation - these costs vary depending on the delivery
method, however, methods similar to those used to work out how much it
would cost the institute to deliver the course, were used here.

5.5

Availability

The researcher also had to assess the availability of each delivery method to the
institute and to the learner.
-

In order to determine the availability of each delivery method to the institute
an audit of facilities in the institute was carried out.

-

In order to determine the availability of each delivery method to the learner
recent research statistics, such as those provided by the Irish Internet
Association, or the Central Statistics Office, Ireland, were used. In addition to
these statistics the study also refers to the results of a feasibility study for this
proposed Sports Development Course which was carried out by a Lecturer in
the Health and Leisure Department in the Institute of Technology Tralee. This
feasibility study asked candidates what their preferred mode of delivery would
be and the results help determine what facilities potential students have access
to.

5.6

Success to Date - Questionnaire

An online questionnaire was used to collect feedback, on the effectiveness of each
delivery method as a mode of delivery for education, from those who have already
taken distance-learning courses using these methods. Analyses of the results gathered
from this questionnaire were used in producing recommendations for the delivery of
the proposed Sports Development course. The questionnaire consisted of multiple
choice and open-ended questions.

The questionnaire was designed to elicit the

following:
■

What are the most common open distance learning delivery methods being used
and what are they being used for during the delivery of the course?

■

Students opinions on these delivery methods as an environment for (or way of)
learning?
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Reasons why students are choosing Open Distance Learning instead of traditional
classroom training.
Whether or not students' experiences with these delivery methods were enough to
encourage them to take another course delivered in this format.

A hardcopy of the Questionnaire can be seen in Appendix 1.

5.6.1

The Sample:

The survey was piloted firstly on a group of Irish students who had already taken a
course through open distance learning to ascertain whether or not the questionnaire
was generating the information it was designed to elicit. The amended questionnaire
was then piloted on a group of international students within the IT Tralee.

The

international students were from France, Germany, Sweden, Finland, Spain, and the
Netherlands. The reason for piloting the questionnaire with the international students
was to assess whether or not students in their country would understand the questions
on the questionnaire. A slightly revised version of the questionnaire was put online
ready for use.

The questionnaire was aimed at any student who had taken a course through distance
learning. Firstly it was sent to 8 European countries outside of Ireland (18 Institutes).
These institutes were surveyed because the IT Tralee has a link with each of them
through Erasmus exchange programs, and because the researcher was advised by the
college’s international officer that these institutes may have delivered third level
courses through distance learning.

The questionnaire was also sent to a number of institutes in Ireland (nine in total) who
deliver courses through distance learning in order to get an Irish perspective on the
topic.

A list of the academic institutes who took part in the study can be found in Appendix
2.
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A contact person in each of the third level institutes was approached by email (letter
can be seen in Appendix 3). The contact person forwarded this email to the instructor
of the distance learning course asking him/her to pass this email on to his/her students.
The email contained a link to the questionnaire so the students clicked on this link and
completed the questionnaire online. Once finished they submitted the questionnaire
by simply clicking the Finish button and the results were immediately recorded in a
database set up by the researcher.

Chapter 6

6: Questionnaire Results
6.1

Introduction:

An online questionnaire was designed and administered as part of this study. This
chapter lays out the results for eaeh question that was asked. Five of the questions
(questions 7-11) ask respondents speeifically about a set of delivery methods and the
results for these five questions are given together under the heading of each delivery
method.

As part of this study an email was administered to 33 eontact people (in 27 third level
institutes within Europe). This email requested that these people to contact their
distance learning students and ask them to complete the online questionnaire whieh
was designed as part of this study.

Seven of these institutes responded expressing regret that their institute does not
deliver any of their courses through distance learning. A further 8 institutes did not
respond to the email or the questionnaire even after a follow up email was sent
reminding them of the deadline for completing the questionnaire. Of the institutes
that did respond a total of 30 questionnaires were returned which is a relevant sample
group (these institutes are listed in Appendix 2). A hard copy of the questionnaire
may be seen in Appendix 1.

The survey covers the following technologies:
■

Videocassette
Videoconferencing
Desktop (computer) Videoconferencing
Audiocassette
Audio conferencing
Desktop (computer) audio conferencing
Electronic mail
Threaded Discussions
Electronic Chat
CD ROM Courses
CD with Web Front End
Online Courses
Face-to-Face
Printed Material
A brief description of these can be seen in the glossary.
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The questionnaire comprised of 14 questions. The opening questions gather some
demographic information about the candidates and some basic information regarding
the particular distance learning course undertaken by each of the candidates.

A

number of questions were included which asked students to rate the above list of
distance learning delivery methods using a five point Likert Scale. Additionally a
number of open ended questions were also included to allow candidates to express
their opinions in greater detail.

In the case of all questions, candidates were

encouraged to add further information in relation to their answers.

Responses came from groups studying in the following disciplines:
■
■
■
6.2

Computers/IT
Business
Humanities
Gender

Of those that responded 57% were male and 43% were female.
Figure 6.1

Gender of candidates surveyed

Gender

43%
■ Male
□ Female

57%

6.3

Age Group

Figure 6.2 shows the percentage of respondents within each age group. As you can
see from the figure over half (57%) of the respondents were between the ages of 21
and 30. It is interesting to note that none of the students participating in a distance
learning course were under the age of 21.
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Figure 6.2

Percentage of candidates in each age group

El Under21

30%

■ 21 -25

17%

□ 26 -30
□ 31 -35
■ 36 -40
13%

6.4

□ Over 40

27%

Number of years at third level

Table 6.1 shows that on average those who were surveyed spent 2.7 years at third
level. As the standard deviation score indicates (SD = 1.938) there was a relatively
large variation in time spent at third level by the respondents. The maximum amount
of time spent at third level prior to taking their distance learning courses was 6 years
with some respondents (13.3%) not attending third level at all.
Table 6.1

Statistics of Years spent at third level

Statistics
Mean
Standard Deviation
Minimum
Maximum

Figure 6.3

Percentage of Years candidates spent at third level

I 30

I

Values
2.70
1.938
0
6

26.T

25

w 20
0)

13.3

&

13.3
10

13.3

10

10

3.3

m
2

3

4

Years at Third Level
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Only 3.3% of respondents between the age of 21 and 25 had not undertaken any prior
third level study. The average number of years spend at third level by those in this age
group prior to taking their distance learning course was 2 years.
Table 6.2

6.5

Average no. of years spent at
DL course

level by each age group prior to taking

Age groups

Average
No. of years

Under 21
21-25
26-30
31-35
36-40
Over 40

0

2
4
2

3
2

Duration of Distance learning courses taken

The average duration of a distance learning course taken by respondents was 163.86
weeks (just over 3 years). As the standard deviation score indicates (SD = 119.034)
there was a large variation in the duration of distance learning courses taken by
respondents.
Table 6.3

Statistics of distance learning course durations

Statistics
Mean
Standard Deviation
Minimum
Maximum

Values
Values
(Weeks) (Years)
163.86
3.15
119.034
2.29
10
.19
416
8

As Table 6.4 shows, the most common time scale for distance learning courses seems
to be 2 years (104 weeks) or 6 years (312 weeks) - with 26.7% of respondents taking
2 year distance learning courses and 23.3% of respondents taking 6 year distance
learning courses.
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Table 6.4

Percentage of candidates and their course duration in weeks and years

Course Duration
Weeks
Years
10
12
32
52
1
104
2
156
3
4
208
260
5
312
6
416
8

Figure 6.4

Percent
%
6.7
3.3
3.3
10.0
26.7
10.0
3.3
3.3
23.3
3.0

Duration of candidates distance learning courses

Course Duration

Course Duration (Weeks)

6.6

Distance Learning Courses in the Following Disciplines

Respondents were asked to provide the title of the course they took through distance
learning. These were later grouped into three disciplines. As you seen earlier in this
chapter, the three disciplines are Computers/IT, Business, and Humanities.

The

following diagram shows that half (50%) of those surveyed undertook distancelearning courses in the Computers/IT discipline, while the other half was almost
evenly divided between business and humanities. A complete list of course titles can
be seen in Appendix 4.
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Figure 6.5

Percentage of candidates in each course discipline

El Computers/IT

■ Business
□ Humanities

6.7

Delivery Methods:

In the online questionnaire a list of delivery methods were presented and candidates
were asked to answer a number of questions relating to these delivery methods.

Firstly candidates were asked to indicate how often if ever each of the delivery
methods were used in their distance-learning course.
From this point on candidates were only asked to answer questions relating to
the delivery methods that were used in their particular course. The purpose of
these questions was to elicit:
o what the delivery methods were used for.
o what candidates thought of the delivery method as a way of learning.
This question used a five point Likert scale; the numbers ran
horizontally from 1 to 5 with 1 representing Very Poor while 5
represented Very Good.
o whether candidates thought the delivery method was an interesting or
dull method of delivery. This question also used a five point Likert
scale; the numbers ran horizontally Ifom 1 to 5 with 1 representing
Extremely Dull while 5 represented Extremely Interesting,
o whether candidates thought the delivery method was a difficult or easy
method to use. Again this question used a five point Likert scale; the
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numbers ran horizontally from 1 to 5 with 1 representing Very
Difficult while 5 represented Very Easy.

In each question where a five point Likert Scale is used the middle of the scale (3)
represents ‘Neutral’ which indicates that the respondent had no opinion either way on
that question. The following pages will detail the results for each deliver}^ method
that was included in the survey.

Videocassette
Of those who answered the first question (83.3%), which asked, how often if ever
videocassette was used as a delivery method in their course, the majority of
respondents (73.3%) stated they never used videocassette as a method of delivery.
Just over 3% occasionally used it and 6.7% indicated that videocassette was
frequently used in their distance-learning course as a method of delivery.

These respondents then went on to answer the next question which asked what
videocassette was used for in the delivery of their course. They indicated that it was
used to delivery video recordings of lectures and in one course it was used to deliver
case studies.

The results indicate that 67% of those that used videocassette in their courses found it
was a very good way of learning and 33% remained neutral when answering this
question.

Candidates were then asked if they found videocassette to be an interesting or dull
method of delivery. In response 67% stated that it was an interesting method of
delivery and 33% found it was a very interesting method of delivery.

Candidates then rated videocassette in terms of user friendliness and all those that
used videocassette found it was a very easy delivery method to use.
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Videoconferencing
When asked how often if ever Videoconferencing was used as a delivery method in
their distance learning course 93.3% of those surveyed answered the question. Of
those respondents, 76.7% indicated that it was used occasionally and the other 16.6%
indicated that it was used much of the time.

According to those surveyed, videoconferencing was used to deliver lectures. When
asked what they though of it as a way of learning they had very diverse opinions. As
you can see from Figure 6.6, the majority (71.4%) had no opinion on this question.
The remaining respondents were split in their opinions, at one end of the scale 14.2%
stated that it was either a poor or very poor way of learning and then at the other end
of the scale 14.3% stated that it was either a good or very good way of learning.

Figure 6.6

Candidates opinions on Videoconferencing as a way of learning

Percent

Respondents were then asked to indicate whether they found Videoconferencing to be
an interesting or dull method of delivery. 85.7% of those that responded remained
neutral when answering this question but the remainder (14.3%) stated it was an
interesting or very interesting method of delivery.
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Table 6.5

Candidates opinions on Videoconferencing as a method of delivery

Scale
Neutral
Interesting
Very Interesting

Percent %
85.7
10.7
3.6

When asked how user friendly they found the videoconferencing delivery method the
respondents were again very mixed in their views.

The majority 75% remained

neutral in their response, indicating that they considered videoconferencing to be
neither easy nor difficult. 17.8% found it was either easy or very easy to use with
only 7.2% indicating it was either difficult or very difficult to use.

Desktop (Computer) Videoconferencing
A form of Videoconferencing can also be carried out on computer over the web using
your local service provider, rather than standard Videoconferencing which uses a
point-to-point or point-to-multi-point connection from your server to the recipients
server. This web based conferencing is usually termed desktop Videoconferencing.
Candidates were asked to indicate how often if ever this type of Videoconferencing
was used in their distance learning course.

86.7% of candidates answered this

question, with 53.3% of them never using desktop Videoconferencing.

It was

occasionally used as a delivery method by 30% of respondents and frequently used as
a delivery method by 3.3% of respondents.

When asked what it was used for the most common response was, ‘to deliver
lectures’. The next most common use of desktop Videoconferencing was ‘to facilitate
one to one communication between lecture and student’. Project teamwork was also
included as a use of this delivery method but only by a very small number of
respondents.

Of those who used desktop Videoconferencing, a number of candidates (50%)
remained neutral in their response, however 30% stated that it was a poor or very poor
way of learning and only 20% thought it was a good way of learning.
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Candidates who used desktop Videoconfereneing were then asked to indicate whether
they found it an interesting or dull method of delivery. A total of 30% indicated that
it was either an interesting or very interesting method of delivery and only 10%
indicated that it was a dull method of delivery. The other 60% remained neutral.

When asked to indicate the user friendliness of desktop Videoconferencing 10%
indicated that it was an easy method to use but 50% indicated that it was a difficult or
very difficult delivery method to use.
Audiocassette
Audiocassette was the next delivery method on the list. Candidates were asked how
often, if ever, they used this method. Of those surveyed 80% answered this question
with 76.7 % of those stating that they never used it and the other 3.3% frequently used
it. Those that used audiocassette said that it was used to deliver core course material.
A very low number of users, indicates that this is not a popular method of delivery in
most distance learning courses.

Everyone who used audiocassette stated it was a poor way of learning. They also
stated it was a dull method of delivery. They did however state that it was very easy
to use but the other responses out weight this one good point. Overall the responses
would imply that it is not a recommended delivery method for the proposed Sports
Development course.

Audio Conferencing
Audio conferencing is communication by voice only. The main method today would
be the one to one telephone call or the telephone conference call. In this survey, of
the 86.7% of those who answered the question in relation to its use, a total of 66.7%
(which is over y4’s of those who answered this question) of those stated they had
never used audio conferencing during their course. As you can see from the table
below 13.3% indicated that they used it occasionally, 3.3% stated that they frequently
used it, and another 3.3% indicated that it was used much of the time in their course.
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Table 6.6

Percentage use of audio conferencing by those surveyed

Scale
Never
Occasionally
Frequently
Much of the time
Total

Percent %
66.7
13.3
3.3
3.3
86.7

When asked what audio conferencing was used for the majority stated it was used to
contact lectures. The others stated it was used to communicate with other students
during group projects.

One respondent stated that during their distance learning

course audio conferencing was used to delivery a tutorial.

Overall, half of those who used audio conferencing found it to be a good (16.7%) or
very good (33.3%) way of learning. The other half remained neutral.
Candidates’ responses in relation to whether or not they found audio conferencing to
be an interesting or dull delivery method were very promising. 16.7% stated that it
was an interesting method of delivery and 50% stated that it was a very interesting
method of delivery. Overall however the number of users was low.

When asked to indicate the user-friendliness of audio conferencing over half (66.7%)
of respondents remained neutral. The remainder found it to be an easy (16.7%) or
very easy (16.7%) to use method of delivery.

Desktop (Computer) Audio Conferencing
Desktop or computer audio conferencing is simply real time audio communication
over the internet. A total of 80% of candidates responded when asked how often, if
ever desktop audio conferencing was used in their course. Out of that 80% almost
57% stated they had never used it during their course.

20% indicated they

occasionally used it and only 3.3% stated that desktop audio conferencing was
frequently used in the delivery of their distance learning course.
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Half of those who used desktop audio conferencing stated that it was simply used to
facilitate communication between students and lecturers. The other half stated that it
was used to deliver tutorials.

When asked their opinion of desktop audio conferencing as a way of learning the
majority (85.7%) remained neutral. The other 14.3% stated that it was a poor way of
learning, which isn’t a good result for this delivery method. Candidates were then
asked if they thought desktop audio conferencing was an interesting or dull way of
learning. In this case 42.9% stated that it was an interesting way of learning with only
14.3% indicating that it was a dull way of learning.

Candidates then rated desktop audio conferencing in temis of user friendliness - one
third of those who used this delivery method stated it was an easy or very easy
method to use with the other two-thirds remaining neutral. However, as you can see
from the statistics above, even though users found the delivery method to be
interesting and easy to use they still felt it was a poor way of learning!
Electronic Mail
Email was one of the most frequently used delivery methods among those surveyed.
A total of 80% of candidates indicated that they used it during the delivery of their
course with 70% of those stating that it was used frequently or much of the time. This
would seem to indicate that electronic mail is a must in a distance learning course.

Being a widely used delivery method email had many purposes in the distance
learning courses of those surveyed. The majority or respondents stated that they used
email to ask their lecturers questions. Second to that email was mostly used as a
communication tool between students. General information and announcements were
also sent to students via email. The other reasons email was used by those surveyed
can be seen in Appendix 5.

Of those who used email, 45% stated that it was a good or very good way of learning
and 21% stating that it was a poor or very poor way of learning.

The positive

responses are more than double the negative responses which again is a plus for email.
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Exactly 50% of those that used email found it to be an interesting or very interesting
method of delivery with a minor 8.3% indicating it as a dull delivery method.

Lastly when asked to specify the user-friendliness of electronie mail an overwhelming
87.5% stated that is was an easy or very easy method to use and only 4.2% found it
was difficult to use.

Overall electronic mail got a very good report from those

surveyed.

Threaded Discussions
A threaded discussion is only one of the terms used to describe an asynchronous
discussion on a specific topic that takes place on the internet among any of those
taking part in a particular distance learning course.

When asked if this delivery

method was ever used in their eourse a total of 86.7% of eandidates responded.
53.3% of those stated that it was used in their eourse and the other 33.3% stated that it
was never used.
Table 6.7

Percentage of candidates who used Threaded Discussions

Scale
Never
Occasionally
Frequently
Much of the time
Total

Percent %
33.3
16.7
23.3
13.3
86.7

Threaded discussion also appears to be a much used delivery method; however, its
uses come under a variety of headings. No one use was singled out as the most
common use of this delivery method. Some respondents used threaded discussions to
ask questions and to talk to other students. In other cases it was used to accommodate
class discussions or to discuss problems. The eomplete list of uses as specified by
those surveyed can be seen in Appendix 5.

Like email, threaded discussion appears to have been a success among those who used
it. 56.3% stated that it was a good or very good way of learning with as little as
12.6% stating that it was a poor or very poor way of learning. Users (62.5%) also
found threaded discussion to be an interesting or very interesting method of delivery
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with only 6.3% of respondents stating it was a dull method of delivery. An equal
6.3?/o found threaded discussion to be difficult to use but the majority (75%) of those
who used threaded discussion found it was an easy or very easy delivery method to
use.

Electronic Chat
Electronic chat allows real time textual communication over the internet.

In this

survey half (50%) of the sample group stated that they used an electronic chat facility
either occasionally or frequently during their course. However, over a third (36.7%)
of the sample group never used electronic chat in their course.
Table 6.8

Percentage of candidates who used Electronic Chat

Scale
Never
Occasionally
Frequently
Total

Percent %
36.7
26.7
23.3
86.7

The majority of those who did use electronic chat stated that it was used to talk to
other students or to the lecturer.

Of those who used chat, 20% said it was a poor and dull way of learning but did not
give a reason why.

However almost half (46.6%) of those surveyed stated that

ele:tronic chat was either a good or very good way of learning and they also stated
tha: it was an interesting or very interesting method of delivery.

The positive

resaonses were more than double the negative ones which implies that electronic chat
woild be a good delivery medium in a distance learning course.

When asked how easy or difficult electronic chat was to use in a learning environment
26J% found it to be difficult, however, 60% of respondents found chat easy or very
eas/ to use.

CD ROM
CD ROM is a common delivery medium for computer based educational programs in
any discipline. Computer stores sell a wide variety of educational training software
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for use at home. However, as previously specified the purpose of this survey was to
assess student satisfaction with this delivery medium in a third level environment.
When asked how often if ever CD ROM was used as a delivery medium in their
course, responses were received from 83.3% of those surveyed. 50% stated that CD
ROM was never used as a delivery method in their course. 16.7% said it was used
frequently, or much of the time and the other 16.7% stated it was used occasionally.
Based on these numbers CD ROM was used as a delivery medium for only one third
of those surveyed.

These candidates were then asked how this delivery medium was used in their course.
The majority stated that their course notes were delivered on CD ROM and some
stated that the CD ROM contained an offline version of online material.

Of those who used CD ROM courses, 30% found it to be a poor or very poor way of
learning and 40% found it was a good or very good way of learning. However, when
asked if it was a dull or interesting method of delivery only 10% rated it as dull, 50%
stated it was an interesting or very interesting method of delivery and the others
remained neutral in their response. Moreover, 60% stated it was a very easy delivery
method to use and the other 40% remained neutral.

CD ROM with Web Front End:
Sometimes online course providers use CD ROMs as a medium for delivering course
material that uses high amounts of bandwidth and would work faster from CD. This
type of course has a web front end but from time to time it links to material on the CD
rather than on the Web. When asked if this delivery medium was used in the delivery
of their course 83.3% of those surveyed answered this question. The majority of these
(60%) stated it was never used, 20% stated it was used frequently or much of the time
and 3% stated it was occasionally used in their courses. (This 3% would seem to
indicate that in this case not a lot of material would have been on the CD ROM, it
may have been used for some video clips for example as part of course notes.)

The candidates that used this delivery method stated that it was used to deliver course
notes.
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Of those who used this delivery medium 85.8% stated it was a good or very good way
of learning and only 14.3% found it to be a poor way of learning.

In addition,

everyone who used it stated it was an interesting or very interesting method of
delivery. They also said it was an easy or very easy to use delivery method.

As you can see from these statistics, even though this method was used by a low
number of people, those who did use it were very positive towards it.

Online courses
Course which are delivered completely over the internet are usually referred to as
online courses or web based courses. Again those surveyed were first asked how
often, if ever, they used this delivery method during their distance learning course.
86.7% of the sample responded with three quarters of those stating that this delivery
method was used frequently or much of the time in the delivery of their course. The
others stated that it was not used in their course.
According to those surveyed online courses were used to deliver course notes. A
relatively low number (10% of those who used it) also took exams by means of this
delivery method. In addition, one student stated that they were provided with study
aids online.

Over half (55%)of those who used it found it was a good or very good way of learning
with only one quarter (25%) stating that it was a poor way of learning. Furthermore
60% of those who used it stated it was an interesting or very interesting method of
delivery and the others remained neutral in response to this question. Equally 70%
found it to be an easy or very easy to use delivery method and nobody found it
difficult to use.

Face-to-face
In an open distance learning course some traditional classroom delivery is also
included.

This survey asked students to indicate how often, if ever, face-to-face

sessions were included in the delivery of their course. All of those surveyed answered
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this question and only 20% stated that their distance learning course involved no faceto-face sessions. The following table shows how the remaining 80% was split.
Table 6.9

Percentage of candidates who used Face-to-face

Scale
Occasionally
Frequently
Much of the time

Percent %
46.7
10.0
23.3

When asked what these face-to-face sessions were used for the majority of students
stated that they were used to give course lectures or tutorials.

These sessions

happened at different intervals depending on the course. Some candidates stated they
had face-to-face sessions twice a week, others twice a month, once a month or 3 times
a year. The other reasons given for face-to-face sessions were:

■
■
■
■

Seminars and discussion
Exams
Group assignments
Meetings with project supervisor

Some respondents stated face-to-face was a poor or very poor way of learning
(12.5 %) but the majority (75%) indicated that they found it to be a good or very good
way of learning. A number (16.7%) also indicated that face-to-face is a dull method
of deliveiy but again the majority had positive feedback, with 83.4% stating it was an
interesting or very interesting method of delivery. 91.7% of those who used face-toface found it was an easy or veiy easy way of learning.

Printed Material
The last delivery method on the survey was printed material. Next to email and
online courses this was the highest in the amount of usage. For over 50% of those
surveyed, printed material was used frequently or much of the time in the delivery of
their course. One third used printed material occasionally and only 16.7% had no part
of their course delivered in print.

According to this survey printed material was used for various reasons but the
majority stated that their course notes were delivered in printed material.

Others
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stated that exams and supportive (current/up-to-date) materials were delivered via
print.

A small number (16%) of respondents found printed material was a poor or very poor
delivery method but a large number found it to be a good or very good (60%) delivery
method. Interestingly, as little as 28% found it to be an interesting or very interesting
method of delivery. Equally however, only 16% found it to be a dull method, with the
bulk of respondents finding they had to remain neutral in response to this question.

The majority (80%) of users stated that printed material was an easy or very easy
delivery method to use. However, 8% did state that they found it was difficult to use.
It is possible that these were auditory learners who, as previously discussed, cannot
learn solely by means of print and graphics.
6.8

Further Analysis

The following table summarises the overall usage of each delivery method. As you
can see from the table below Videoconferencing has the highest percentage of users.
Printed material ranks second, email and face-to-face are joint third and online
courses rank fourth.
Table 6.10

Percentage users of each delivery method
Delivery Method
Videoconferencing
Printed material
Electronic mail
Face-to-face
Web pages/online courses
Threaded discussions
Electronic Chat
CD ROM
Desktop (computer)
Videoconferencing
CD ROM with web front end
Desktop (computer) Audio
conferencing
Audio conferencing
Videocassette
Audio cassette

% users
93.3
83.3
80
80
66.6
53.3
50
33.3
33.3
23.3
23.3
19.9
10
3.3
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However the result is not as clear-cut as that because the survey asked participants to
rank the usage on a scale of four; never, occasionally, frequently, and much of the
time. Although Videoconferencing has the highest percentage of users, just 16.7% of
users used it much of the time; all others (76.7%) only used it occasionally.

This

indicates that even though it had the highest number of user among those surveyed it
was not used all that often. This delivery method was used to deliver lectures but its
occasional usage would seem to indicate that these Videoconferencing lectures were
delivered as supplementary tuition to material which was delivered through another
form (e.g. print or online material).

Printed material ranked second on the number of users. However, in this case 50% of
respondents used it frequently or much of the time with 33.3% using it occasionally.
As previously noted the majority of users stated that printed material was used to
deliver their course notes.

Face-to-face and email both have 80% of users, with face-to-face having 33.3% of
users using it frequently or much of the time and the others (46.7%) using it
occasionally. Email is a delivery method that is usually used as a communication
support to another delivery method. It also has 80% of users, with 70% of those users
using it frequently or much of the time.

Although Online courses had a somewhat lower number of users (66.6% of
respondents), all of them used it frequently or much of the time. The majority of
these users indicated that this delivery method was used to delivery course material.

Accerding to the survey, Threaded discussions and Electronic chat are also used as a
communication support to other delivery methods, in that they are not used to deliver
core course material. These methods rank fifth (53.3%) and sixth (50%) in overall
nurrber of users.

Partcipants who used CD ROM (33.3%) and CD ROM with Web Front end (23.3%)
state that these delivery methods were used to deliver core course material (i.e. the
course notes) however as you can see from the above table these delivery methods
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aren’t as popular as online courses, or printed material, which were also used to
deliver core course material.

Desktop (computer) Videoconferencing was used by 33.3% of participants but the
majority of these (30%) indicate that it was only used occasionally for communication
between student and lecturer or for occasional lectures. Similarly, desktop (computer)
audio conferencing was used by (23.3%) of those surveyed but the majority of these
(20%) also indicate that it was only used occasionally for communication between
student and lecturer or for occasional lectures.

Overall audio conferencing was used by 19.9% of those surveyed, however these
participants stated that they only used it occasionally as a way of contacting their
lecturers. Lastly, as you can see from the table above, audiocassette and videocassette
were the least used delivery methods overall.

As a result of compiling the information provided in the above paragraphs, it appears
that online courses and printed material are the most regularly used delivery methods
to deliver core course material. Email is the most commonly used communication
support method with threaded discussions and electronic chat also having a high
number of users and total amount of usage for this purpose. Furthermore, a large
number of participants state that lecturers via Videoconferencing and by traditional
means (face-to-face) were provided occasionally, which would seem to indicate that
these were used as supplementary mechanisms for delivering some areas of a distance
learning course.

As stated earlier in this chapter, over half of those (55%) who used online courses
during their distance learning course stated that it was a good or very good way of
learning. Likewise over half (60%) of those who used printed material during their
distance learning course also stated that it was a good or very good way of learning.
This is an important point to consider when choosing a method for delivering core
course material, because even though a method may be commonly used, students may
not find it is a good way of learning and therefore it may not be effective.
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Why choose a distance learning course?
In question twelve, students were asked why they choose a distance learning course
instead of a course delivered through the traditional medium. There was a wide range
of answers to this question and a complete list can be seen in Appendix 6 at the end of
this document.

The most prominent reason (42%) given by those surveyed was that they had ‘a full
time job and distance learning was the most convenient way to study and stay
working’. The second most common reason (22%) candidates gave for choosing to
study through distance learning was ‘the course was only available in a particular
institute which was too far away to travel to’.
Figure 6.7

Candidates reasons for choosing Distance Learning

6%

E Full time job

3%

■ Too far to travel

42%

□ Work and family
□ New experience
■ Work related
□ Choice w as there
■ Additional study

22%

□ No choice

Would you take a distance learning course again?
Candidates were asked if they would consider taking a distance learning course again
and 86.7% said yes. The 13.3% who answered no to this question used a variety of
delivery methods and their opinions in relation to these delivery methods differed
greatly. It appears that the delivery methods alone were not the only reason why these
students would not study through distance learning again. Candidates who did give a
reason for saying no stated that ‘poor support or lack of support’ is one reason why
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they would not choose distance learning again. Others stated that the course was ‘not
professionally managed’.

6.9

Conclusion:

The above paragraphs detail the opinions of students who previously undertook a
third level distance learning course.

The opinions relate to distance learning in

general and also to individual delivery methods. These results will be referred to in
the discussion chapter to support the recommendation of a package of delivery
methods for the proposed Sports Development course.
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Chapter 7

7: Cost and Availability Analysis
7.1

Introduction

This section provides an estimated costing for each delivery method over one
academic year. The figures are based on a cohort of 20 students in total, if there were
more students then the figures would have to be adjusted accordingly. Each delivery
method is considered under two headings; ‘Cost to the Institute’ and ‘Cost to the
Student’. Within the ‘Cost to the Institute’ section, figures are given for Hardware,
Software, Development and Delivery costs that the institute would incur. Within the
‘Cost to the Student’ section, figures are given for Hardware, Software, and
Participation costs that the student would incur.

The aim of this chapter is to assess the estimated cost that the Institute of Technology
(IT) Tralee and potential students of this course would incur on an annual basis if a
particular delivery method was recommended for the proposed Open Distance
Learning course in Sports Development. It is important to point out, however, that
some of these delivery methods would require an initial investment at the
commencement of the course and thereafter minimal recurring costs would be paid
annually. This section also assesses the availability of each delivery method to both
the institute and the students.

The information in this section is based on an audit carried out by the researcher on
the equipment within the IT Tralee. In relation to any equipment the institute did not
have figures were gathered from supplier Web Sites and catalogues (OfficeTeam
Ireland, Justin Herbert Ltd. is the catalogue used by the institute). In order to assess
development costs the researcher consulted experienced industries and personnel in
the area in order to get accurate figures. Finally, in order to assess delivery costs the
researcher contacted telecommunication companies and postal companies. The same
mefaods were used to collect figures from the student perspective and additional
statistics were attained from the Irish Internet Association, and the Central Statistics
Office, Ireland. In addition to these statistics this section also refers to the results of a
feasibility study for this proposed Sports Development Course, which was carried out
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by a Lecturer in the Health and Leisure Department in the Institute of Technology,
Tralee.

7.2.1

Videocassette

Videocassette was the first delivery method to be assessed. In order to use this as a
delivery method the institute would need to record the course material on video. This
could be a recording of a lecturer presenting core course material or perhaps a
demonstration on how a particular skill is carried out. The institute has recently
installed a Digital Multimedia centre, which includes a television studio with three
studio cameras and a digital editing suite.

Furthermore, there are numerous

multimedia staff employed by the institute with expertise in this area. Therefore, the
only cost that the institute would incur would be the purchasing of videocassettes for
duplication and the postage cost of distributing these to the students. The catalogue
price for 21, three-hour Sony videotapes is €84.42.

The cost of delivery would

include envelopes and postage and these figures can be seen in the table below. The
total cost the institute would incur in one academic year if this delivery method was
used would be €107.40 (if there were 20 students on the course).
Table 7.1

Institute cost for Videocassette (March, 2003)

Item
Cost
Total cost
Sony Video Tapes - three hour
Triple pack, €12.06 €84.42 (21 tapes)
Jiffylite White Bubble Bags - A5 size Ten pack, €5.49
€10.98 (20 envelopes)
Postage of Cassettes
Per envelope, €0.92 €18.40 (20 envelopes)
€113.80 Total
For the majority of students there would be no cost if this delivery method was
recommended. According to the National Household Budget Surv'ey (2001) which
was carried out by the Central Statistics Office, Ireland; 96.2% of Irish households
owned a coloured television set and 85% owned a Videocassette player, in 1999/2000.
For a small minority however, the 4% without a TV set and the 15% without a
Videocassette player an initial investment in these appliances would need to be made
in order to undertake the course (Videocassette player €99.99; 14” TV €119.99 Argos Catalogue 2002). However the household budget survey also indicates that
these figures had increased from 88.2% (TV) and 60.9% (Videocassette player) in the
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space of five years and therefore if this trend has continued it would be reasonable to
assume that all households would now possess these appliances.

7.2.2

Videoconferencing

The audit of the institute’s equipment revealed that the IT Tralee has an IP based
Videoconferencing system already in place. If this delivery method was to be used
the lecturer involved would deliver their class/tutorial as a video conference which
would run over the institute’s existing IT Net and therefore from this point of view no
cost would be incun'ed by the institute.

However, if this method was used the institute would need to arrange access to
Videoconferencing equipment for its distance learning students who may be spread
throughout Ireland. The normal process in this case would be to organise access to a
number of centres around the country which would have a similar IP based
Videoconferencing system.

These centres would mainly be other IT’s, however.

Local Development Agencies (LDA’s) or other Educational Stakeholders (such as the
VEC’s) may also be included. Currently the use of these centres is provided free of
charge as acts of goodwill or grace. However, if this was to be made a regular event
then a nominal percentage of the course income would be paid to the centres that are
providing students with access to Videoconferencing equipment.

As no figures

regarding course fees have been produced yet this percentage can only be estimated at
around 5-10% of the course income.

7.2.3

Desktop (Computer) Videoconferencing:

Desktop Videoconferencing is Videoconferencing over the Internet. The hardware a
lecturer would need includes; a computer connected to the Internet, a web cam,
speakers or a headset and microphone, and a sound eard. Currently the Institute has
all this hardware up and running and therefore no costs would be incurred on their
behalf

The software could simply be Microsoft Net meeting which can be

downloaded free from the Microsoft website (http://www.microsoft.con'i/downloads 08 March 2003), again alleviating costs for the Institute.
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Likewise on the student’s side Mierosoft net meeting would be the software used so
they would not need to buy software in order to partake in a eourse delivered using
this method. As for hardware the student would need a computer connected to the
Internet, a web cam, speakers or a headset and microphone, and a sound card.
According to the Quarterly National Household Survey (2001) almost one in every
three households in Ireland has a home computer. In comparison, in 1998 less than
one fifth of the population owned a computer.

An estimated 20.4% of Irish

households have a computer connected to the Internet and this has more than
quadrupled since 1998. If a student on the course did not have a computer then they
would need to purchase one if this delivery method was recommended. A low-cost
Dell computer with a modem, speakers, a microphone and a sound card would cost
€828.85 (http://www.euro.dell.com/countries/ie/enu/gen/default.htm - 08 March
2003) and these prices are falling all the time. If a student did not already have a web
cam, one can be purchased from as little as €32.99 (Argos catalogue 2002).
To connect to the Internet the student would need a telephone line and the only cost
would then be the price of a local call (this can be seen in the table below). According
to the National Household Budget Survey (2001), in 1999/2000 almost 90% of Irish
households had a fixed line telephone compared with 76% in 1994/1995.

If this

growth continues it is reasonable to assume that all Irish households may have a
telephone in the near future. However if an individual does not have a phone then a
fixed line can be installed by Eircom for €129.99 (http://www.eircom.ie/cgibin/bvsm/bveircom/store/productDetails.isp - 08 March 2003).
Table 7.2

Cost of connecting to internet for 30 minutes'

Call Time
Day
Evening
Weekend

Local (30 minutes)
€1.52.01
€0.37.89
€0.37.89

The tables below indicate that the cost for the student if this delivery method was
chosen would range between €0.38 and €992.21 depending on what facilities a

' Figures taken from: http://mmm.eircom.ie/AtIIomeWhatProdiicl/calcMsp and
http://mmm.eircom.ie/AtHome/WhatProduct/calc.asp) (14 March, 2003)
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student had. These figures reflect one 30 minute evening conference session each
month of the academic year.
Table 7.3

Lowest and Highest cost if a conference was to be held for 30 minutes in
the evening every month of the academic year

Lowest Possible Cost
Amount |
€0.38
Cost of calls (30 mins)
€3.42 i
Total (9 months)

1

Highest Possible Cost
Amount
Computer
€828.85
Web Cam
€32.99
Land Line installation
€129.99 i
Initial Investment
€991.83

r1
1
1
1

1 Cost of calls (30 mins)

1
7.2.4

Total (9 months)

€0.38 1
€3.42 1

Audio Cassette

As previously mentioned the Institute has a Multimedia Centre, as well as a TV studio
and digital editing suite this centre also includes sound recording and editing
equipment. There are also numerous staff within the institute with expertise in this
area. For this delivery method a lecturer would record their class on audiocassette.
Therefore, the only cost the institute would incur if this delivery method was
recommended would be the cost of purchasing audiocassettes for duplication and the
delivery costs. This comes to a total of €48.70.

Table 7.4

Cost of Audio Cassette Delivery method for 20 students (March, 2003)

Item
Cost
Total cost
Sony Audio Tapes - 90 minutes
Ten pack, €12.86
€25.72 (20 tapes)
Jiffylite White Bubble Bags - A5 size Ten pack, €5.49
€10.98 (20 envelopes)
Postage of Cassettes
Per envelope, €0.60 €12.00 (20 envelopes)
€48.70 Total
In order to participate in a distance learning course delivered using this medium an
individual would need a cassette player to listen to the cassette.

The National

Household Budget Survey (2001) indicates that 66.2% of Irish households in
1999/2000 had a Stereo.

If the student happened to be one of those who didn’t

already possess a cassette player, then a personal cassette player could be purchased
for as little as €8 (Argos Catalogue 2002).
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7.2.5

Audio Conferencing

Audio conferencing is simply a phone call and can be carried out on a one to one basis
over a standard fixed line telephone or mobile phone.

If, however, an instructor

wished to talk to multiple students in different locations at the one time a conference
telephone could be used. The institute has this facility and therefore no equipment
cost would be incun'ed. The cost of a local or national telephone call would, however,
need to be paid if the institute initiated the call. The current figures for these calls can
be seen in the table below.
Table 7.5

Call Time
Day
Evening
Weekend

Cost of telephone calls^

Local (10 minutes) National (10 minutes) Mobile (10 minutes)
€0.50.67
€0.93.65
25.93 (average cost)
€0.12.63
€0.61.42
19.19 (average cost)
€0.12.63
€0.12.63
15.15 (average cost)

In the case of this delivery method a student would need to have a phone in order to
participate in the call. As previously mentioned, in 1999/2000 almost 90% of Irish
households had a fixed line telephone compared with 76% in 1994/1995, furthermore,
44.3% had a mobile phone. Again if this growth continues there is the potential that
all Irish households may have a telephone in the near future.

However if an

individual does not have a phone then a fixed line can be installed by Eircom for
€129.99 (http://www.eircom.ie/cgi-bin/bvsm/bveircom/store/DroductDetails.isp - 08
March 2003). Or a mobile phone could be purchased for €129 (Argos Catalogue
2002). The student would not incur the cost of the call unless they wished to contact
the lecturer.

7.2.6

Desktop Audio conferencing

Desktop Audio conferencing is simply audio communication over the Internet.
Microsoft Net meeting can be used as the software for this delivery method and as it
is free neither the college nor the student would incur a cost for software.

^ Figures taken from; http://mnim.eircom.ie/AtHomeWhatProduct/calc.asp and
lutp://mnn)i.eircom.ie/AtHome/WhatProduct/calc.asp (14 Mareh, 2003) Average eost means eost varies
depending on mobile eompany you are ringing.
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The equipment needed for this delivery method is the same as those provided above
under ‘Desktop Videoconferencing’ except for the Web Cam. Therefore, the cost is
also the same minus the €32.99 for the Web cam. The figures are displayed below:
Table 7.6

Lowest and Highest cost if a conference was to be held for 30 minutes in
the evening every month of the academic year

Lowest Possible Cost
Amount j
Cost of calls (30 mins)
€0.38 |
Total (9 months)
€3.42 j

Highest Possible Cost
1----------------------------------- Amount
1 Computer
€828.85
1 Land Line installation
€129.99
1 Initial Investment
€958.84

1 Cost of calls (30 mins)
1 Total (9 months)
7.2.7

€0.38
€3.42

Email

In order to communicate with students via email the institute would need a computer,
connected to the Internet. Free web mail could be used to communicate with students.
As the institute has many computers, all of which have dedicated access to the
Internet, no cost would be incurred if this communication method was chosen.
From the student perspective they too would need access to a computer connected to
the Internet. The figures stated above for ‘Desktop Videoconferencing’ would apply
here also. If the student did not have a computer connected to the Internet they would
need to purchase one and also pay the cost of a local call each time they went online.
If they had a computer then they would only incur the cost of the call. Furthermore, if
the student did not have a phone they would need to get a land line installed. As for
software for the student to connect to the Internet, they could use free Internet email
to send and receive messages.
Table 7.7

Cost of a local calP

Call Time
Day
Evening
Weekend

Local (20 minutes)
€1.01.34
€0.25.26
€0.25.26

^ Figures taken from: htt]3://www.eircom.ie/About/Activities/Snl pt2.pdf and
littp://iunini.eircoi}i.ie/AtHome/WhatProduct/calc.asp (14 March, 2003)
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The table below shows the lowest and highest cost a student would incur if they spent
an average of 20 minutes in the evening using email, and if they did this once a week
for every week of the academic year.
Table 7.8

Lowest and highest cost of using Email.

Lowest Possible Cost
Amount
Cost of calls (20 mins)
€0.26
Total (30 weeks)
€7.80

1
1
1
1

Highest Possible Cost
Amount
Computer
€828.85
Land Line installation
€129.99
€958.84
Initial Investment

1 Cost of calls (20 mins)
1 Total (30 weeks)
7.2.8

€0.26
€7.80

Threaded Discussion

Just like email, this delivery method is used as a communication medium. It can be
used for asynchronous course discussions. If a discussion is posted then all students
registered on the course can read it and participate. To use this delivery method the
institute would again need a computer with Internet access and threaded discussion
software. As previously mentioned the institute has many computers with Internet
access.

With regard to threaded discussion software, the institute has a software

application called WebCT which includes a threaded discussion facility. WebCT is
an online learning environment, which the institute uses as an additional
communication and educational tool for its existing classroom students. Therefore,
the institute would incur no additional costs if this delivery method was
recommended.

Similarly, the student would need a computer with Internet access, and also access to
the aforementioned threaded discussion facility within WebCT. The same national
statistics apply here with regard to computer and Internet access as those discussed for
email. Also, as with email the student would have to pay the cost of a local call to
connect to the Internet. As for access to WebCT, upon registration the institute would
supply all students with the website address and a personal user name and password to
access this system.

Therefore the overall cost would range between €7.80 and

€966.64 if a student was to connect to the threaded discussion for 20 minutes in the
evening once a week, each week of the academic year.
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7.2.9

Electronic Chat

Again like the two previously discussed delivery methods, in order to use electronic
chat as a delivery method the institute would need a computer connected to the
internet and in this case electronic chat software. As with the previous two delivery
methods discussed above the institute has access to computers connected to the
internet. With regard to electronic chat software, there are free chat facilities on the
web, however, WebCT the online learning environment running campus wide in the
IT Tralee also has a chat facility. This allows a lecturer to assign a chat room to
students within a course which can only be entered by students on that course. Here
the lecturer can conduct an online chat with his/her students. It could be an ad hoc
chat with one or more students or it could be a scheduled chat when all students
registered on that particular course would have to log on to the chat room and
participate in the session. This delivery method would not cost the college anything
extra to run as all the necessary equipment is already up and running in the college
already.
From the students perspective, again they would need a computer with access to the
internet and also they would need access to WebCT. The same issues apply to the
student here as those mentioned in relation to Discussion Threads. An overall cost
breakdown for this delivery method can be seen below. This table shows the lowest
and highest possible cost a student would incur. The lowest cost relates to a student
who already has a computer connected to the Internet - they would only have to pay
the cost of connecting to the Chat room. The figure reflects a 30 minute session in the
Chat room once a week for each of the 30 weeks in the academie year. The highest
cost relates to a student who would have to make the initial investment of buying an
Internet ready computer and installing a land line. They too would have to pay the
cost of connecting to the chat room.
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Table 7.9

Cost of Electronic Chat

Lowest Possible Cost
Amount |
€0.38 I
Cost of ealls (30 mins)
€11.40 I
Total (30 weeks)

1
1
1
1

Highest Possible Cost
Amount
Computer
€828.85
€129.99
Land Line installation
€958.84
Initial Investment

1 Cost of calls (30 mins)
1 Total (30 weeks)

€0.38
€11.40

7.2.10 CD ROM
This delivery method involves the ineorporation of the core course content into an
interactive multimedia training CD Rom.

This CD Rom would include a range of

media elements depending on the complexity of the message being taught. It could be
anything from text and graphics to digital video, sound or animation. The institute
would either develop the CD in-house or outsource its development. They would then
deliver this CD to the student by post.
The decision as to whether or not to outsource the development of this CD or to
develop it in-house would come down to resources (financial, personnel and
technological).

If the institute was to develop this type to training CD in-house the type of hardware it
would need includes a computer, a scanner, a digital camera (for taking both still
images and video) and a CD writer to replicate the CD once its complete. The
institute currently has all this equipment and therefore no extra money would need to
be spent on hardware.

From a software perspective, the institute would need a

graphics package, an animation package, a video/sound-editing package, an authoring
package, and CD writer software, all of which the institute already has.

The institute would, however, need to hire personnel to carry out the development
work. The staff needed would include a multimedia designer to develop the graphics,
animation and video. An instructional designer would need to be hired to design the
written content. This would be done in line with a Subject Matter Expert (SME),
which in this case would be the appropriate lecturers of the Health and Leisure
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department. Finally, an application developer/programmer would be needed to build
the product in an authoring application. The institute has a recruitment procedure
where all staff have to fit into a wage bracket. Under this procedure, these three
people would have to be classified as Administration staff and therefore would be
paid in the region of €25,000 per annum. Recently the institute secured funding to
further its eLearning initiative and this money could be used to hire these staff The
institute would therefore pay €75.000 per annum on wages for these 3 members of
staff

If the institute decided not to develop the work in-house the option of out sourcing is
available to them.

The institute would contract out the development of the CD to a

Computer or Web Based Training company. The researcher contacted a number of
such companies here in Ireland and obtained three quotes as a result. The lowest
quote, at that time (2002), for the development of one student learning hour was
$14,000, the second quote was $20,000 and the highest quote was $40,000. The
reason for the difference in the prices relates to the type of product being developed.
A high-end design would cost from $20,000 upwards. High-end means a much larger
amount of interaction and a higher range of media elements incorporated into the
product. However, the point was made by these companies that ‘in general discounts
are offered for large volumes of work’.

The overall cost of this approach would depend on how many student learning hours
the proposed course would result in if the course material was redesigned as distance
learning courseware.

Figures such as this one are not possible to calculate until the

curriculum designers within the Computer (Web) Based Training Company have
completed an assessment of the material. The Institute would incur these costs as an
initial investment only, once the courseware was developed it could be duplicated
year after year.

Finally once the CD Rom is complete, it would need to be duplicated and posted to
the students and the cost of this task can be seen below. These costs would have to be
paid annually.
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Table 7.10

Cost of Duplicating and Posting CDs (March, 2003)

Item
Cost
TDK CD-R Reflex Ultra
25 pack, €37.80
Jiffylite White Bubble Bags - A5 size Ten pack, €5.49
Postage of CDs
Per envelope, €0.92

Total cost
€37.80 (25 CDs)
€10.98 (20 envelopes)
€18.40 (20 envelopes)
€67.18 Total

From the student perspective this delivery method would require that they had a
computer with speakers and a sound card. Other than that they would incur no cost.
Therefore a student who already has a computer would pay nothing extra, whereas a
student would didn’t own a computer would need to make the initial investment of
around €828.85 for a Dell computer with a modem, speakers, a microphone and a
sound card (http://www.euro.dell.com/countries/ie/enu/gen/default.htm - 08 March
2003) and these prices are falling all the time.

7.2.11 CD ROM with Web Front end

This delivery method involves the student connecting to the Internet to access and use
the courseware. However any elements in the courseware which have high file sizes
(such as snippets of video) would be delivered to the student on CD Rom. Whenever
these elements appeared on the web page they would be automatically accessed from
the CD Rom, therefore reducing download time and consequently the student’s
connection time on the Internet.

From the development perspective the same issues would apply here as those of the
previous delivery method (CD Rom). The institute would have the option to either
develop the electronic courseware in-house and hire the necessary staff, or they could
outsource the development to a Computer or Web Based Training company. The
same costs as those listed for the CD Rom delivery method would apply here also.
And again, the Institute would incur these costs as an initial investment only, once the
courseware was developed it could be duplicated year after year.

Once the courseware was completed, the CD would need to be duplicated and posted
to the students and the cost of this task can be seen below. These costs would have to
be paid on an annual basis. The web pages would need to be hosted on a web server.
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however, as the Institute already had this facility there would be no extra cost
incurred.
Table 7.11

Cost of Duplicating and Posting CDs (March, 2003)

Item
Cost
Total cost
TDK CD-R Reflex Ultra
25 pack, €37.80
€37.80 (25 CDs)
Jiffylite White Bubble Bags - A5 size Ten pack, €5.49
€10.98 (20 envelopes)
Postage of CDs
Per envelope, €0.92 € 18.40 (20 envelopes)
€67.18 Total
From the student perspective this delivery method would require that they had a
computer with Internet access, speakers and a sound card. They would also have to
pay the cost of connecting to the Internet to access the web based courseware, which
is equivalent to the cost of a local phone call. The overall cost of connecting would
depend on how long a student spent on the Internet. The cost for a thirty minute
session can be seen below.
'I'able7.12

Cost of a local call^

Call Time
Day
Evening
Weekend

Local (30 minutes)
€1.52.01
€0.37.89
€0.37.89

Overall, a student who already has a computer would simply pay the cost of a local
call, whereas a student would didn’t own a computer would need to make the initial
investment of around €828.85 for a Dell computer with a modem, speakers, a
microphone

and

a

sound

card

(http://www.euro.dell.com/countries/ie/

enu/gen/default.htm - 08 March 2003) and these prices are falling all the time. They
would also have to pay the cost of the local call to connect to the Internet.

Figures taken from: http://w\vw.eircom.ie/Aboiit/Activities/Sn l_pt2.pdf and
hitp://inmm.eircom.ie/AtHome/WhatProduct/calc.asp (14 March, 2003)
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Tabic 7.13

Cost of connecting to the Internet for 30 minutes in the evening two
nights a week for 30 weeks

Lowest Possible Cost
Amount |
Cost of calls (30 mins)
€0.38 |
Total (30 weeks)________ €22.80 j

Highest Possible Cost
Amount
€828.85
€129.99
€958.84

I
I Computer
I Land Line installation
I Initial Investment
I

ost of calls (30 mins)
Total (30 weeks)

€0.38
€22.80

7.2.12 Online courses
Online distance learning courses are those where the student receives all their course
material over the Internet. The core course material is designed for the web and
delivered online. If the Institute was to choose this delivery method they would have
the same choices as those outlined for the previous two delivery methods. They could
either develop the electronic courseware in-house and hire the necessary staff, or they
could outsource the development to a Computer or Web Based Training company.
The only difference is that the material is being designed for the web rather than for a
CD. The same costs as those listed for the CD Rom delivery method would apply
here also.

This courseware would be hosted on an web server which the Institute already has and
therefore hosting would cost nothing extra.

From the student perspective, they would receive a URL and a password to connect to
the online course and they could do so from their home computer at just the cost of a
local call.

If they didn’t have a computer they would need to make an initial

investment on commencing the course and thereafter simply pay the cost of a local
call. The figures below show the lowest and highest costs a student could incur if this
delivery method was chosen. The ‘cost of calls’ figures reflect a 30-minute session
twice a week for each of the 30 weeks in an academic year.
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Table 7.14

Cost of connecting to the Internet for 30 minutes in the evening two
nights a week for 30 weeks

_____ Lowest Possible Cost______
Amount |
Cost of calls (30 mins)
Total (30 weeks)

€0.38
€22.80

j
j

1
1
1

Highest Possible Cost
Amount
Computer
€828.85
Land Line installation
€129.99
Initial Investment
€958.84

1 Cost of calls (30 mins)
1 Total (30 weeks)

€0.38
€22.80

7.2.13 Face to Face
As was explained in the opening chapters ‘Open Distance Learning’ involves some
personal contact between the Instructor and the students. According to the survey
carried out as part of this research, Face to Face sessions are conducted at various
intervals as required by the subjects. The proposed course in Sports Development
would require at least 4 weekend face-to-face sessions with the relevant instructors
according to the curriculum outline. These sessions could be held at the institute or at
one of its leased facilities in Tralee. These tutorial weekends would be part of the
Distance Learning Instructors teaching hours and therefore should cost the Institute
nothing extra.

The student would be required to travel to Tralee and stay there for two nights of the
tutorial weekend. The current (April 2003) rate of a student monthly return train
ticket from Tralee to Cork is €14.50. This is the likely to be the closest distance a
student would be travelling from. The furthest a student would be travelling from
would be Belfast and the current rate of a monthly return to Belfast from Tralee is
€51.50. Therefore, the cost of travelling would range between €14.50 and €51.50.

The student would also need to pay the cost of accommodation while staying in
Tralee. The researcher contacted three Bed and Breakfast owners for information
regarding pricing and this revealed the average cost of a Bed and Breakfast within
walking distance of the Institute is €33.00 per night. Overall on an annual basis the
student would need to pay €66.00 per weekend multiplied by the number of tutorial
weekends scheduled as part of the course (estimated to be 4 weekends = €264.00).
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7.2,14 Printed Material
If a course was to be delivered by means of printed material the Institute would need
to develop courseware manuals whieh could be distributed to each of the students.
These manuals would need to be designed and written by an Instructional
Designer/Technical writer and approved by a Subjeet Matter Expert who in this case
would be the Subject Instructor.

In order to develop these manuals professionally the Institute would have to employ
an Instructional Designer who would write the Manuals in eonnection with the
Subject Matter Expert, and a graphic artist who would design all the images for the
manuals. As previously mentioned these employees would fit into the Administration
wage bracket within the college and therefore would by paid in the region of €25,000
per annum. This could be funded by the money the Institutes eLearning Department
secured in order to progress its eLearning initiative.

However, once the manuals

have been developed initially they could be duplicated and reused over and over
again. Therefore development of the manuals would be an initial investment only.

When the manuals are complete the Institute would need to print and bind them and
then post them to eaeh of the students. The institute has budgeted how much it would
cost per page to print on the college printers.

The cost takes into account the

maintenance of printers, the cost of toner, and the cost of paper and overall cost comes
to 6 cent per page to print on a black and white laser printer. The total cost of printing
would depend on the number of pages to be printed. The binders cost €63.31 for ten
and the cost of posting one of these folders is €6.90.

The total duplication and

distribution cost for 20 of these manuals can be seen in the table below.
Table 7.15

Cost of duplicating Printed Manuals

Item

Cost
Cost of printing
I page, €0.06
Emgee Clear Cover Lever Areh Files Ten pack, €63.31
Postage of folders
Per folder, €6.90

Total cost
€240.00 (20 X 200 pages)
€126.62 (20 folders)
€138.00 (20 folders)
€504.62 Total
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7.3

Conclusion

This chapter details the development and deliveiy eost of eaeh delivery method from
the institute perspeetive and the usage cost from the student perspective. Figures are
based on a group of 20 distance learning students and they are caleulated on an annual
basis, however in some cases an initial investment would need to be made during the
first year and this cost would not be incurred again.
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Chapter 8

8: Discussion
8.1

Introduction:

The fundamental aim of this research is to propose an Open Distance Learning (ODL)
delivery model for a third level course in Sports Development. The purpose of this
chapter is to examine the sports development course in order to identify the teaching
and learning strategies appropriate for the various elements involved. The study will
then go on to recommend delivery methods that would facilitate these strategies.

8.2

Curriculum Development

Identifying appropriate teaching and learning strategies for modules in the proposed
course is one step towards recommending a suitable method of delivery for the
course. According to the research reviewed on curriculum development (Tyler 1949;
Rowntree, 1982; Willis, 1992; Andrusyszyn et al. 1999; Kelly 1999; and Kemp,
2000), in order to identify teaching strategies appropriate for the various elements in
the proposed Sports Development course this study must firstly examine the
objectives.

Once teaching strategies have been identified, the researcher can

recommend

delivery

methods

that

would

suit

these

strategies.

These

recommendations are supported by statistics on Cost, Availability, and user
satisfaction which were discussed in the previous two chapters.

As stated by Andrusyszyn et al. (1999), the design of a program offered through
distance media should address the nature of the learner, the educator, and the content,
as well as the fit between content and delivery methods. Before this study began, a
team of lecturers in the Health and Leisure Department, in the Institute of Technology
in Tralee, initiated the idea of an ODL Sports Development course. They worked on a
feasibility study and on the syllabi for the course prior to the commencement of this
study (see Randles et al. 2000). This feasibility study gathered facts about the nature
of the learner and their needs in relation to the course content. This work will be
referred to over the following pages.

As part of the feasibility study, this team developed a questionnaire in which
respondents were presented with a list of subject areas and asked to indicate those of
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interest to them. These subject areas were then used in this research in designing the
curriculum for the Sports Development Course. Candidates were also asked how they
would like this course to be delivered and the majority (48.1%) choose Distance
Learning which elicited the need for this research. These steps support Willis’ (1992)
statement that the needs of the learner should be considered prior to the development
of any curriculum.

In addition, when discussing adult learners, Knowles (2002)

suggests that the planning process should involve the learner.

Furthermore, the

education literature suggests that students who are actively engaged in the learning
process will be more likely to achieve success (Blackmore, 1996).

The Sports Development course syllabus purports that the learner will cover eight out
of twelve subjects over two years. Students must complete two mandatory subjects
and two (out of four) electives each year. As this course has not yet been submitted to
HETAC for approval this subject list cannot be published in this document (Randles
et ah, 2000). The subjects are, however, made up of theory subjects and part theorypart practical subjects. In order to propose delivery methods for both these types of
modules this study will consider two subjects - one theory and one part theory-part
practical. The delivery methods proposed for these two modules will be suitable for
the other modules also as they are all either theory or part theory-part practical
subjects.

As stated in an earlier chapter, this study is concerned with stages one and two of
curriculum development. The first phase of this approach - the statement of purposes
- involves analysing the aims. The following are the aims for the two modules being
considered in this study.

Theory Module:
■

Sports Administration
The aim of this module is to enable learners to carry out sports administrative
tasks both efficiently and effectively, allowing them to transform their
club/office/area of work into one of enhanced efficiency.
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Part Theory-Part Practical Module:
•

Instruction and Leadership Practices
This module is aimed at introducing the learner to the practical and theoretical
principles of effective instruction and leadership practices in sports development.

The next step in phase one of curriculum design is to deseribe the students. In their
report, Randles et al. (2000) identify the potential students of this Sports development
course, namely, PE teachers. Hotel Leisure Centre personnel. Local Authority staff,
and Local Development Agencies. In their feasibility study Randles et al. contaeted
candidates in each of these areas and asked them to eomplete a questionnaire detailing
their opinions on subject matter and delivery methods. Therefore, when designing the
syllabus for this course the Health and Leisure team included the learners in the
course design which, as Willis (1992), Blackmore (1996), and Knowles (2002)
already specified, is necessary if instruetors wish to promote student success. There
researeh also identified that the potential students were adults and therefore the
previously discussed theory of Andragogy will be applied when choosing teaching
strategies for this course.
8.3

Objectives and Teaching Strategies

According to Rowntree (1982) if instructors are to know what to strive for in the
behaviour or observable activity of students, aims must be translated into objectives,
this is the next task in developing a eurriculum. Because adults need to know why
they should learn something, the specification of objectives is very appropriate when
designing a curriculum for adult learners. According to Mager (1962), if objectives
are not defined there is no sound basis for the selection or designing of instructional
materials, content, or methods. Furthermore, Schieman et al. (1992) reiterate the need
for objectives on the grounds that distance students, perhaps more than on-campus
students, need the support and guidanee that performanee objectives provide. When
outlining the syllabus the Health and Leisure team listed a number of objeetives for
each subject. The following is a list of high level objectives for the theory module
being eonsidered in this study. These objectives make it possible to identify suitable
teaching strategies for this subject which could be applied to other theory based
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subjects. Again as previously stated, based on these teaching strategies it will be
possible to recommend suitable delivery methods for theory based modules.

Sports Administration
This is primarily a theory subject. However, students will be given the opportunity to
put the theory into practice in some situations in simulated environments e.g. role
plays.

This strategy is very appropriate for adult learners as Knowles (1984)

indicated, adults need immediate application of knowledge. The high level objectives
for this module outlined by Randles et al. (2000) in their report are as follows.

On completion of this module, the learner will be able to:
1. Explain the structure of sports organisations.
2. Describe the roles of club personnel within the club setting.
3.

Organise meetings.

4.

Participate in the budgeting, club accounting and grant application.

5.

Specify the role of customer care (internally and externally).

6.

Implement a customer care policy.

7.

Carry out a risk management assessment of the club offices in line with
relevant Health and Safety legislation.

Stage two of the curriculum plan - design of learning - involves identifying teaching
strategies and delivery methods for these objectives.

Knowles (2002) notes that

because adults are themselves richer resources for learning than children, greater
emphasis can be placed on techniques that tap the experience of adult learners, such as
group discussion, the case method, simulation, role playing, skill-practice exercise,
field projects, demonstrations, and seminars etc. In order to help learners achieve the
first objective - explain the structure of sports organisations - the instructor must
provide the learner with material explaining the structure. They could provide this in
text and graphic fonn, either by printed or electronic means. Another option is to
present this information in a leeture. Similar strategies could be used to achieve the
second objective. Learners could be presented with text in either print or electronic
form describing the roles of club personnel within the club setting. As with the
previous objective this information could also be covered in a lecture. Furthermore, a
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real time discussion could be held to enable the learners to ask questions in order to
achieve a better understanding of these topics.

The third objective aims at providing learners with the skills to organise meetings.
This could be achieved by providing the learner with the steps in organising a meeting
in textual form, and by giving them examples of a poorly organised and well
organised meeting in video form.

Video can add an extra dimension to learning

(Rowntree, 1992) while the text and graphics suit the visual learner the video
accommodates both visual and auditory learners. In addition, in order to help learners
achieve competence in organising meetings they could be provided with the
opportunity to practice the running of a meeting by means of a role play, and this
hands-on practice is very suited to the kinesthetic learner.

The fourth objective covers the financial aspect of clubs. T he goal here is to teach
students basic accounting and budgeting skills and to inform them of the process of
applying for grants. Basic accounting and budgeting skills can be demonstrated in
examples of the various accounts and the learners could be provided with the steps in
creating these accounts. Some practical examples may need to be provided where
students could ask the instructor questions while the instructor demonstrated the steps
in creating these accounts and budgets. This strategy is supported by social learning
theory which holds that a large amount of human learning is done vicariously, through
observing another person making the skilled responses and then by trying to imitate
the response of the model. By this means, the observer can often learn and some time
later perform novel responses without ever having made them before or having been
reinforced for them (Bower, 1981). Finally, the process of applying for grants could
be covered in textual form.

In order for the learner to be able to achieve objective five - specify the role of
customer care - the instructor must provide them with the details regarding the
importance of customer care and also the effects non customer care can have on an
organisation. These could be provided in print based or electronically based text.
Learners should be provided with the steps in designing a customer care policy in
order to be able to design a policy themselves. Also an example policy would help
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them in their design, and both of these could be provided by means of text based
information or in a lecture.

The last objective states that the student will be able to carry out a risk management
assessment. In order to be able to do this they would need to be taught the procedure
for carrying out a risk assessment and provided with examples. This procedure and
examples could be presented using similar strategies as those used for earlier
objectives - printed or electronic text, or a lecture.

Instruction and Leadership Practices
This is the second module this study is dealing with and it is made up of part theorypart practical work. Sparkes (1993) suggests that skills are taught by instruction and
demonstration and are learnt by practice.

In order to ascertain if students have

achieved competency in the practical skills being taught in this module they will be
given the opportunity to put these skills into practice in simulated environments. The
following is a list of objectives for the Instruction and Leadership Practices module as
outlined by the Health and Leisure team in their report (Randles et al., 2000).

On completion of this module, the learner will be able to:
■

Explain the various theories of leadership and how they relate to the working
environment.

■

Examine different leadership styles and how they apply to different
instructional situations.

■

Apply effective communication skills in various work situations in sports
development.

■

Apply a range of instructional techniques both media and non-media in the
industry.

■

Facilitate group work in a sports development setting.

As mentioned earlier, this module is composed of part theory-part practical work.
The learning outcomes include knowledge of leadership theories and styles as well as
skills in communicational and instructional techniques. The student will be given the
opportunity to apply these communicational and instructional skills in simulated work
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environments, in addition to facilitating group work as part of the practical aspect of
this module.

As with the previous module the theoretical components of this subject (objectives
one and two) may be presented in electronic or printed text and graphic form.
Alternatively these components could be delivered in a lecture. The practical aspects
of this module cover communicational and instructional skills. Strategies to teach
these skills would firstly involve the instructor giving demonstrations of the various
communicational and instructional skills and examples of when and where to apply
them. As was earlier pointed out, adults need to have a task demonstrated before
trying it themselves (Knowles, 1984). This could then be followed by the learner
applying these skills in simulated work situations, which is in line with Knowles’
theory of andragogy which indicates that adults need immediate application of
knowledge. This may be achieved by using techniques such as role plays or case
studies, where the learner would be given a sample situation within which they would
have to apply their newly acquired skills. This facilitates the mastery of these skills,
and enables learners to participate in group work, especially cooperative learning
which according to Huit (1997) Humanist theorists believe is important in order to
develop social and affective skills.

The final objective involves teaching the learner how to plan and manage group work.
Once the techniques have been covered in theory, the student would be given
examples of how these techniques are put into practice in facilitating group work.
Again, in order to help the learner master these techniques they would be given the
opportunity to practice them in a simulated work environment.

If the Health and Leisure department submit this course for approval by HETAC, the
individual lecturers may have alternative opinions on what teaching strategies they
would prefer to use, these are merely informed suggestions provided by the researcher
based on the information gathered in the literature review.

In third level education, assessment techniques are varied.

Individual and group

projects are one of the commonly used techniques and these are proposed a lot in this
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course in order to promote learning and facilitate adult learners needs. Observational
assessments may be used during the face-to-face sessions in order to assess the
mastery of practical skills. One of the constraints of this distance learning course is
the final assessment method. It must be carried out in the same manner as all other
HETAC courses, that is, in an on-campus environment with invigilators supervising
the process.

The overall list of teaching strategies proposed in this study for part theory-part
practical and all theory based modules in this Sports Development course are:
1. Electronic or print based text and graphics
or
Lecture presentations
2. Theoretical demonstration with questions and answers
3. Practical demonstrations
4. Synchronous group discussions
5. Synchronous simulation
6. Group role plays
7. Case studies
8. Asynchronous video
8.4

Delivery Methods

The next stage in curriculum development is to identify and recommend suitable
delivery methods for these strategies. Both modules need a suitable delivery method
to present theoretical material by means of lecture or text and graphics. Lectures,
which were proposed as an alternative strategy to text and graphics, could be
delivered by means of recorded audio or video, synchronous audio or video, or face to
face in a traditional classroom setting. Recorded audio can be provided by means of
an audio or Videocassette or included as part on an electronic course. This study
found that audio cassette is not a popular mode of delivery among distanee learning
course facilitators as only 3.3% of students who were surveyed ever used it.
Furthermore, it was not popular among its users either as all candidates stated it was a
poor way of learning and a dull method of delivery. Videocassette also had a low
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number of users with only 6.7% of candidates having used it frequently and a mere
3% used it occasionally. A high number of respondents (67%) did, however, state
that it was a very good way of learning and all (100%) found it an interesting or very
interesting method of delivery. This may, however, relate to video rather than the
Videocassette itself and therefore recorded video as part of an electronic course could
also be attributed with similar statistics.

Additionally, the survey showed that synchronous Audio conferencing was only used
frequently or much of the time by 6.6% of candidates but 13.3% used it occasionally.
The higher figure for occasional use indicates that it was used as a support medium
rather than a main delivery method. A similar outcome was derived for Desktop
audio conferencing with only 3.3% of respondents using it frequently and 20% using
it occasionally. Videoconferencing, although having higher figures than the previous
two delivery modes - 16.7% using it much of the time and 76.7% using it
occasionally - its occasional use again indicates that is it more often used as a support
method. Desktop Videoconferencing again like the previous three methods was only
used occasionally by the majority of users (30%) and frequently by a very small
number of users (3.3%).

The study also found that all of the above delivery methods, except for synchronous
audio conferencing, were used to provide lectures. Audio conferencing was used to
contact the instructor in the event of a problem. Overall recorded video
(Videocassette) received the most positive comments from the highest percent of its
users (67% - a very good way of learning, and 100% - an interesting or very
interesting delivery method) and could therefore be recommended as an appropriate
way of delivering a lecture at a distance. However, these delivery methods are more
suited to one style of learner - the auditory learner.

Stage, Muller, Kinzie, and

Simmons (1998) suggest that varying instructional models that deviate from the
lecture format, such as visual presentations, site visits, and use of the Internet will
promote learning for college students.

The next method, text and graphics, can be presented either on paper or electronically.
Paper based text and graphics could be provided in printed manuals, but a number of
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options are available for electronic text and graphics, namely; online courses, CD
ROM, or CD ROM with web front end. According to Sparkes (1993) printed texts are
likely to remain the back bone of distance teaching for some time to come. However,
more recently third level institutes are moving towards electronic text based material
such as web pages or CD ROMs. It is significant to note, however, that text and
graphics are more suited to the visual learner.

According to Andrusyszyn et al.

(1999), each delivery medium has unique characteristics, and not all will suit every
learner. They also suggest that adult learners have different and preferred learning
styles. Therefore, when choosing delivery methods it is important to keep learners
and learning styles in mind. The decision on which of these delivery methods to use
in order to facilitate this teaching strategy can be supported by facts relating to student
preference for, and cost and availability of, these delivery modes.

Although printed material had a high number of users (83.3%), only 50% out of this
83.3% used it frequently or much of the time. However, 66.6% of respondents used
online courses and all 66.6% of these candidates used it frequently or much of the
time. One interpretation of this slightly higher usage figure for online courses would
be that even though both delivery methods are used quiet a lot by distance learning
course facilitators, printed material (e.g. text books) may have been used as a support
delivery method to online courses or other delivery methods because of its slightly
lower usage figure. In addition 60% of those who used printed material found it to be
a good or very good way of learning but only 28% of users thought it was an
interesting or very interesting way of learning. On the other hand, 55% of candidates
who used online courses stated that they were a good or very good way of learning
and 60% of respondents stated that it was an interesting or very interesting method of
delivery.

In addition, this study found that distance learning course facilitators used CD ROM
and CD ROM with a web front end to deliver core course material, however, the
figures show that these delivery methods weren’t as commonly used as Printed
manuals or Online courses. CD ROM was only used by 33.3% of those surveyed and
only 16.7% out of this 33.3% used it frequently or much of the time. 40% of these
candidates stated it was a good or very good way of learning with 50% stating it was
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an interesting or very interesting way of learning. CD R)M with a web front end was
used by 23% of users and 20% used it frequently or muh of the time. The fact that
85.8% of those who used CD ROM with web front encstated it was a good or very
good way of learning and 100% stated that it was an iteresting or very interesting
method of delivery suggests that those who used it ated it very successful and
therefore it too could be considered as a method of deliering core course material in
the proposed sports development course.

The figures indicate that online courses received a highr satisfaction rate among its
users than that received by printed material. Furthermre, although CD ROM with
web front end had the lowest number of users, overall iwas favoured the highest by
its users out of the four delivery methods. In addition, rcorded video was previously
recommended as the most successful method for deliveng lectures at a distance. A
combination of both strategies - lecturing and text and giphics - would be possible if
the video was delivered as part of the CD ROM. Moreo'^r as well as creating variety
for the learners CD ROM with a web front end also accoimodates a range of learning
styles instead of just one. An interactive CD ROM nth a web front end which
incorporates recorded video targets the Auditory, Visual and Kinesthetic learner. In
their studies Beder and Darkenwald (1982) and Gorhm (1984) found that adult
learners are willing to take responsibility for their own leming, therefore, the learner
independence of this delivery method would not be an isse.

The estimated costs outlined in the previous chapter sbw that the institute would
have to pay €50,000 per year for the development of printed manuals.

The

development of electronic course material could be outsorced or developed in-house,
however, as the figures in the previous chapter showed, lis study found that the cost
of outsourcing development is quiet high, ranging fromS 14,000 to €40,000 for the
development of one student learning hour of course mairial.

If kept in-house the

institute could develop a high end product at a cost of €5,000 per year to cover the
costs of the development team.

Even if the institutewas to hire two teams of

developers, bringing the total cost to €150,000, this woid still only be equal to the
cost of an outsourcing team developing a total of 7.5 :udent learning hours, of a
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middle of the scale product (€20,000 per student learning hour).

It appears that

overall it would be more cost efficient if the courseware was created in-ioise.

The reproduction and delivery of printed material for a 20 student cohort was priced
at €504.62. The electronic delivery of online courses would cost the imtiute nothing
extra as they currently have all the technology in operation for othei ta;ks. If the
institute was to use CD ROM with a web front end as a delivery mehci, it would
have to duplicate and deliver the CDs to the students and this would am)uit to €67.18
for 20 students. These figures show that the development of online ccarses costs
€25,000 more than the development of printed manuals, however, the lelivery of
online is €504.62 cheaper than print. The development cost of CD ROM vith a web
front end is the same as that of online but it would cost €67.18 in addition o deliver it
to 20 students.

From the student perspective, print would cost nothing extra. For any comiuter based
delivery method the student would need a computer. As previously stated ilmost one
in every three Irish households have a computer connected to the Intenet(Quarterly
National Household Survey, 2001). A student who did have a computer cmnected to
the internet would pay as little as €22.80 per year to connect to the Inenet twice a
week for 30 minutes.

A student who did not have a computer comeited to the

internet would have to pay an additional initial investment of €958.84.

The above figures indicate that printed manuals are cheaper than online (ouses or CD
ROM with a web front end for the institute to develop, and for the smdmt to use.
This fact is one possible reason why this method was the most used anong those
surveyed.

The cheapest method however is not always the best 03ti«n as was

indicated by those who used printed manuals in there course.

They .tated that

although it is a good method for delivering core course material it s lot a very
interesting way of learning. On the other hand, those who used online cour.eware did
find it an interesting way of learning. Furthermore, those who used CD ROM with a
web front end were even more satisfied than those who used online leaning. The
majority of these stated it was a good or very good way of learning with ill ;andidates
stating that it was an interesting or very interesting method of deivery.

This
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according to Sparkes (1993) is the key factor. In addition, as previously stated, CD
with Web front end not only allow for text and graphics to be delivered but audio and
video can also be included, meaning that this method can facilitate a much wider
range of learning styles. Furthermore, in a study carried out by Gillis et al. (2000) to
investigate women's experiences using print-based and multimedia CD ROM
technology, students who used CD ROMS spoke about the sense of connection that
they felt to the campus.

Watching the video clips on the CD and having an

opportunity to see and hear the professor highlight the key points of each lesson orally
and visually enhanced learners' identity as university students. Thus after considering
the above information this study recommends that CD ROM with a web front end
should be used for the delivery of text and graphic based material.

Theoretical and Practical demonstrations were other teaching strategies proposed
earlier for this course. Firstly, practical demonstrations were recommended for some
material in the course, which would require the skill to be demonstrated by the
instructor before the learner tried it. These demonstrations could be delivered by
means of recorded video. Videoconferencing, desktop Videoconferencing or face-toface (classroom) delivery methods. As recorded video has already been chosen as a
delivery method it is the obvious option for this strategy also as it would keep student
and institute costs down.

Furthermore, as earlier figures showed, recorded video

received much better feedback from those who used it than either Videoconferencing
or desktop Videoconferencing. Face-to-face delivery is the other mode proposed here
but overuse of face-to-face sessions would make the distance learning course more
suitable to on campus delivery than distance delivery. Moreover, recorded video is
less expensive for the student than classroom sessions.

Synchronous

delivery

methods

such

as

videoconferencing,

desktop

videoconferencing, or face-to-face sessions are delivery options suitable to
Theoretical demonstrations with questions and answers which were proposed earlier
as another teaching strategy. This strategy is not used as often as text and graphics
and therefore would only require the used of one of these delivery methods
occasionally. As previously stated, this study found that Videoconferencing was used
by a large number of candidates (93.4%) but mostly as an occasional mode of
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delivery. However, those who used it did not have a lot of positive feedback. Only
14.3% stated it was a good or very good way of learning and equally only 14.3%
stated it was an interesting or very interesting delivery mode. Likewise, those who
used desktop Videoconferencing were not very pleased with it overall. Only 33.3% of
respondents used it and out of these candidates only 20% thought it was a good way
of learning and 30% thought it was an interesting mode of delivery. However, of
those who took part in face-to-face sessions (80% of those surveyed), the majority
(75%) found it was a good or very good way of learning and 83.4% stated it was an
interesting or very interesting method of delivery. Therefore, as occasional face-toface sessions would be appropriate for theoretical demonstrations with questions and
answers, and it has a good rapport with those surveyed, it is the delivery method
which this study proposes for this teaching strategy.

In addition, simulation and role plays were also proposed as occasional teaching
strategies. As these would need to be carried out in groups, face-to-face sessions
would also be appropriate here. From a cost perspective, this study estimates that the
learner would need to pay an average of €66.00 for a three day face-to-face session.
As this course is proposed as an open distance learning course, some on campus
sessions are expected. Furthermore, some social interaction is important in order to
remove the sense of isolation felt by distance learners.

Lastly, group discussions were also listed as a teaching strategy. A wide range of
delivery methods could be used to facilitate group discussions. Audio conferencing,
videoconferencing, desktop audio conferencing, desktop videoconferencing, face-toface sessions, and electronic chat could all be used.

The study found that,

videoconferencing, desktop audio conferencing, and desktop videoconferencing were
used to delivery lectures and overall they did not have a very good rapport with
students. Again, overuse of Classroom sessions would give the impression that this
course was more suited to on campus delivery. Therefore, the choice is between
Audio conferencing and Electronic chat. Results of the survey indicate that Audio
conferencing is used as a one to one communication method rather than a group
discussion forum. However, the majority of students who used Electronic Chat stated
that it was used as a method of talking synchronously to other students or to the
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lecturer. Electronic chat also received good feedback from these candidates with
almost half stating that it was a good or very good, and interesting or very interesting
way of learning. The majority of the other users had no opinion either way on these
questions.

Electronic chat would require the user to connect to the internet

occasionally in the evenings at scheduled times. As the previous chapter stated this
would cost as little as 12 cent for every ten minutes the student is online.

As this study previously proposed CD ROM with a web front end as the core delivery
method, students would already require a computer with Internet access. Therefore,
no extra costs would be incurred if Electronic chat was used as a method of
facilitating occasional group discussions.

Furthermore, in a study carried out by

Andrusyszyn et al. (1999) aimed at evaluating a blend of educational delivery
methods, one graduate commented on electronic chat saying it was “the most
important single factor that decreased the sense of isolation felt as a distance learning
student.” Therefore, this deliveiy method although only used occasionally will be
very important to the students.
The ODE Task Force (2000) interpreted ODE as educational provision making use of
the new communication technologies in combination with more traditional methods of
delivery. This combination is referred to in the literature as a blended approach. A
two year empirical study carried out by Thompson Learning Co. in 1999 on the
effectiveness of a blended learning approach, confirmed that a structured curriculum
of blended learning methods results in better productivity than single-delivery options
(Barbian, 2002). In addition, in a study of students in a distance-delivered nurse
practitioner program, Cragg et al. (1999) examined student preferences for delivery
methods.

It was clear from the interviews that participants believed that no one

delivery method was ideal for all distance education. Students believed that a variety
of methods should be used. A mix of approaches would mean that the requirements
of different types of content, different approaches to learning and inevitable
breakdowns in the more highly technological delivery methods could be
accommodated, and they could have satisfying learning experiences. The result of
this study is also a blended approach. The research has found that a combination of
CD ROM with a Web front end incorporating text, graphics, recorded audio and
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video, and occasional electronic chat and classroom sessions are the most appropriate
delivery methods for this course based on the content, cost, availability and
satisfaction statistics gathered during this study.

As mentioned in the previous chapter when discussing electronic chat, the Institute of
Technology, Tralee has a Learning Management System called WebCT currently
installed on campus. This is an online learning system which can provide the web
front end for the delivery method proposed earlier. With the click of a button staff
and distance learning students can use any of WebCT’s electronic chat rooms.
Furthermore, WebCT also has its own email system, which is another asynchronous
communication method that is always useful in distance learning courses.
8.5

Conclusion

In today's Information Age, learning is no longer confined within the four walls of a
classroom. The instructor, armed with a textbook, is no longer the sole source of
educational experience. Information resources are everywhere, often separated from
the learner by time and space. Distance learning defines the process of connecting
learners with these remote resources (Yoakam, 1995). Through CD ROM with a web
front end, recorded audio and video, electronic chat, and occasional classroom
sessions, the Institute of Technology, Tralee can connect remote adult learners with an
educational experience.

The emphasis of Open Distance Learning is to open up

educational opportunities by overcoming barriers that result from geographical
isolation, personal or work commitments or conventional course structures which
have often prevented people from gaining access to training they need (Manpower
Services Commission, 1984).
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Chapter 9

9: Conclusions
The aim of this research was to propose an Open Distance Learning (ODL) delivery
model for a third level course in Sports Development. This final chapter presents
conclusions, outlines the limitations of the study and proposes recommendations

In order to develop an ODL delivery model the research began by examining the
course content and developing a curriculum plan. The purpose of this was to identify
the teaching and learning strategies most appropriate to the proposed curriculum plan
(or module(s) or programme). The costings of the various delivery methods for both
the providing institute and the prospective students were then identified and the
feasibility of each of the delivery methods was examined.

In addition, an online

questionnaire was developed to collect feedback on the effectiveness of each delivery
method as a mode of delivery for education from those who have already taken
distance-learning courses using these methods. Thirty-three designated people in 27
third level institutes within Europe were contacted by email. The communication
included a link to the online questionnaire which the contacts were asked to forward
to their distance-learning students. In all, 30 students replied and feedback from these
respondents together with data on availability and the analysis of costings formed the
basis of a final delivery package for the proposed Sports Development course.

9.1

Conclusions of the Study

Electronic text and graphics, lecture presentations, theoretical demonstration with
questions and answers, practical demonstrations, synchronous group discussions,
synchronous simulation, group role plays, case studies, and asynchronous video were
developed as teaching strategies for both theoretical and part theory-part practical
modules.

These teaching strategies are very appropriate for adult learners who

comprise the target audience for the proposed course. Furthermore, these strategies
suit a wide range of learner styles, a factor which is very important in the promotion
of learning.

Although the development of printed manuals is cheaper than development of CD
ROMs, student feedback indicated considerably greater satisfaction with delivery
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methods using CD ROM with a web front end rather than printed material. The
literature review suggested that students need to be happy in their learning
environment if they are to be motivated to learn. This would seem to indicate that the
cheaper option is not always the most effective. For this reason the CD ROM with a
web front end is suggested for use as the primary mode of delivery for the proposed
course.

Students whose distance learning courses included recorded video as a delivery
medium found it to be a very satisfying mode of delivery. All candidates who used
this medium stated that it was an interesting method of learning and 67% of this group
found it to be a very good method of learning. These figures indicating a high level of
satisfaction prompted the researcher to recommend this method for delivering
demonstrations and occasional lectures. In addition the institute and the student will
incur no extra cost as the institute already has the facilities to record the video and it
will be delivered on the same CD as the core course material.

A review of the literature indicated that student isolation is a major concern for
distance learning providers. This finding was supported by the current research which
found that occasional face-to-face sessions to be most appropriate for practical
demonstrations as these sessions allowed the student to ask questions and receive
immediate answers. These sessions were also found to alleviate some of the feelings
of isolation among distance learning students.

Furthermore, the study found that

occasional electronic chat sessions were rated highly by those surveyed and were an
obvious option for facilitating group discussions at a distance.

Overall, the researcher recommended the use of a Learning Management System
called WebCT, which the institute is currently using on campus. This system will
provide a virtual campus for distance learning students and it also provides a
mechanism for combining the electronic delivery methods proposed as a result of this
study I CD ROM with a web front end. Recorded video, and Electronic Chat). The
researcher also highlighted the fact that this system includes it own email system and
as email was rated very highly among those surveyed it too was proposed as an
asynchronous mode of communication.
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The in-house development of the courseware on CD ROM with a web front end
would involve a total cost of €75,000 per annum for the Institute of Technology,
Tralee. Electronic chat, recorded video, and occasional face-to-face sessions involve
no cost to the institution as all the equipment and skills in-house to facilitate these
delivery methods are cun'ently in place.

The cost for students would vary depending on whether or not they had a computer.
Almost one in every three households in Ireland has a home computer, and an
estimated 20.4% of Irish households have a computer connected to the Internet. If the
student has a computer not connected to the internet their primary cost during this
distance learning course would be the cost of connecting to the internet to partake in
electronic discussions or to access course notes. Students without a computer would
have to make an initial investment of €828.85 to purchase a Dell PC with all the
necessary add-ons. Occasionally all students would have to pay an average of €66.00
to travel to and stay overnight in Tralee for face-to-face classroom sessions.

9.2

Limitations of the study

The scale of this study was small and in many respects it was a case study, therefore,
the conclusions cannot be used to generalise.

However, as the puipose was to

examine delivery methods for the proposed program in the institute in which the study
took place the results can be considered to have value.

Another limitation concerns the small amount of research in this and similar areas.
For this reason the study referred to a number of the same online reports by individual
institutes when reviewing the literature.

The sample was small but sufficient for the scale of this study, however, it did not
cover any students studying sports. This is again attributed to the fact that not a lot of
institutes are delivering courses through distance methods as yet. The sample did,
however cover a wide variety of countries.
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These while being problematie in certain respects cannot be avoided in a study of this
nature because of the scope of a masters dissertation.

9.3

Recommendations

It is suggested that distance education is likely to form a substantial part of the
educational provision of the Institute of Technology Tralee in the future (regardless of
this study or any actions that are taken as a result of the report). This will be the result
of external forces such as: revolutionary advances in and availability of technology;
an evolving and older student population; and changing economic circumstances
within the entire higher education sector; these external forces are likely to bring an
enhanced and expanded use of distance education methodologies into the central
strategies of most major third level institutes.

It is important that the Institute of

Technology Tralee seizes the opportunity to become a leader rather than a follower in
the development and use of technology in the delivery of distance education within
the third level sector.
This implementation of the Sports Development curriculum necessitates the provision
of the suggested distance delivery methods in order to complete the curriculum
development cycle, which was discussed earlier.

In order to evaluate the

effectiveness of each stage of the proposed curriculum plan the course should be
implemented and a review process designed and put in place. This will allow for the
assessment of the educational effectiveness of the recommended objectives, strategies
and delivery methods proposed in this study.

Further and more detailed research on the cost effectiveness of the proposed distaneeleaming course is reeommended to involve a comparison of the effectiveness of the
proposed course with similar eourses delivered on campus in the Institute of
Teehnology Tralee.

The review of the literature for this study revealed that very little research has been
earried out on the area of distance learning assessment methods and their
effectiveness. The development of this area should be based on eareful study and
research with particular reference to the area of curriculum, costings and resource
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implications. If the Institute of technology is to incorporate distance-learning courses
into its current course catalogue, this development must be undertaken on the basis of
best edueational practice, student needs, and sound financial and resource
management.

148

Bibliography

149

(CSO), Central Statistics Office (2001a) Household Budget Survey 1999-2000,
Central Statistics Office, Cork, plO, pi 17.
(CSO), Central Statistics Office (2001b) Quarterly National Household Survey,
Central Statistics Office, Cork, pi-8, http://www.cso.ie.
(HETAC), Higher Education and Training Awards Council (2003) Validation of New
Program, http://www.hetac.ie/pdf/hetac_course_submission.pdf
(NQAI), National Qualifications Authority of Ireland (2002) Towards a National
Framework of Qualifications - Establishment of Policies and Criteria, Dublin,
http://www.nqai.ie.
(NQAI), National Qualifications Authority of Ireland (2003) Towards a National
Framework - Policies and Criteria, Dublin, http://www.nqai.ie.
Abel, J. D. and Creswell, K. W. (1983) 'A study of student attitudes concerning
instructional TV Educational and Industrial Television,, October, 72-79.
Abrami, P. C. and Bures, E. M. (1996) 'Computer-Supported Collaborative Learning
and Distance Education'. The American Journal of Distance Education, Vol.
10, No. 2, 37-42.
Agogino, A. M. and Hsi, S. (1995) Learning style based innovations to improve
retention of female engineering students in the Synthesis Coalition In
ASEE/IEEE Frontiers in Education, Purdue University.
Alber, A. F. (1996) Multimedia: A Management Perspective, Wadsworth Publishing
Company, Belmont, California.
Alessi, S. M. and Trollip, S. R. (2001) Multimedia for Learning-Methods and
Development, Third Edition, Allyn and Bacon, Boston.
Andrusyszyn, M. A., Soeren, M. van., Laschinger, H. S., Goldenberg, D. and
DiCenso, A. (1999) 'Evaluation of Distance Education Delivery Methods for a
Primary Care Nurse Practitioner Program' Journal of Distance
Education/Revue de Tenseignement a distance, Vol. 14, No. 1,
http://www.icaap.Org/iuicode7151.14.l.2 (01 August 2001).
Annele, N. S. (2001) Hot to Train Online Tutors In Learning without limits Developing the next generation of education (Eds, Sziics, A., Wagner, E. and
Holmberg, C.) EDEN - European Distance Education Network, Stockholm,
Sweden, pp. 95-99.
Armstrong, T. (2000) (Online) Multiple Intelligences,
http://www.thomasarmstrong.com/multiple_intelligences.htm (10 June, 2002)
Aspy, D. and Roebuck, F. (1975) 'The relationship of teacher-offered conditions of
meaning to behaviours described by Flanders' interaction analysis' Education
95, 216-222.
150

B. F. Skinner Foundation (Online) (Online) A brief survey of operant behaviour, (16
April, 2002)
Baath, J. A. (1980) Postal Two-way Communication in Correspondence Education,
Liberhermods, Malmo.
Baker, W., Hale, T. and Gifford, B. R. (1997) 'From theory to implementation: The
mediated approach to computer-mediated instruction, learning and
assessment.' Educom Review, Vol. 32, No. 5,
http://www.educause.edu/pub/er/review/reviewArticlcs/32542.html (22
October, 2001).
Bandura, A. (1986) Social foundations of thought and action: A social cognitive
theojy, Prentice Flail, Englewood Cliffs, NJ.
Bandura, A. and Walters, R. (1963) Social Learning and Personality Development,
Holt, Rinehart & Winston, New York.
Bandura(a), A. (1977) Social Learning Theoiy, Prentice Hall, Englewood Cliffs NJ.
Bandura(b), A. (1977) 'Self-efficacy: Toward a unifying theory of behavioural change'
Psychological Review, , No. 84, 191-215.
Barbian, J. (2002) (Online) Blended Works: here's proof,
http://www.onlinelearningmag.com/onlinelearning/magazine (10 September,
2002)

Barker, B. O. (1987) 'Interactive instructional television via satellite: A first year
evaluation' Journal of Rural and Small Schools, Vol. 2, No. 1, 18-23.
Barron, A. (1999) A Teachers Guide to distance learning, Florida Centre for
Instructional Technology, Florida.
Barron, D. D. (1987) 'Faculty and student perceptions of educating using television'
Journal of Education for Library and Information Science, Vol. 27, No. 4,
257-271.'
Bates, A. W. (1995) Technology, Open Learning and Distance Education, Routledge,
London.
Bates, A. W. (1999) Managing technological change, Jossey-Bass Publishers, San
Francisco.
Bates, T. (1986) 'Computer Assisted Learning or Communications: Which Way for
Information Technology in Distance Education?' CADE: Journal of Distance
Education/Revue de Tenseignment a distance, Vol. 1, No. 1,
http://www.icaap.Org/iuicode7151.l.l.l (01 August, 2001).

151

Beaudoin, M. (1990) 'The instructor's changing role in distance education' The
American Journal of Distance Education, Vol. 4, No. 2, 21-29.
Beder, H. W. and Darkenwald, G. G. (1982) 'Differences between Teaching Adults
and Pre-Adults: Some Propositions and Findings' Adult Education, Vol. 32,
No. 2, 142-155.
Berki, E. and Georgiadou, E. (2001) Outcome-centred evaluation of traditional and
open and distance mode teaching and learning methods for Software
Engineers In Learning without limits - Developing the next generation of
education (Eds, Sziics, A., Wagner, E. and Holmberg, C.) EDEN - European
Distance Education Network, Stockholm, Sweden, pp. 13-19.
Bigge, M. L. and Shermis, S. S. (1999) Learning Theories for Teachers, 6th edition,
Longman, New York.
Biner, P. M. (1993) 'The development of an instrument to measure student attitudes
toward televised courses' The American Journal of Distance Education, Vol.
7, No. 1,46-60.
Biner, P. M., Dean, R. S. and Mellinger, A. E. (1994) 'Factors underlying distance
learner satisfaction with televised college-level courses.' The American
Journal of Distance Education, Vol. 8, No. 1, 60-71.
Birkey, R. C. and Rodman, J. J. (1995) Adult learning Styles and Preferences for
Technology Programs In Lifelong Learning Conference Proceedings.
Blackmore, J. (1996) (Online) Pedagogy: Learning Styles.
http://cyg.net/~jblackmo/diglib/styl-a.html (06 July 2001).
Block, H. and Dobell, B. (1999) The e-Bang Theory, Banc of America Securities.
Bloom, B. S. (1956) Taxonomy of educational objectives: Cognitive domain, David
McKay, New York.
Bloom, B. S. (1976) Human Characteristics and School Learning, McGraw-Hill,
New York.
Boeree, C. G. (1998) (Online) Albert Bandura,
http://www.ship.edu/~cgboeree/bandura.html (19 February, 2002).
Bonwell, C. C. and Eison, J. A. (1991) Active learning: Creating excitement in the
classroom, (No. 1.), The George Washington University, School of Education
and Human Development, Washington, D.C, (ERIC Higher Education
Report).
Bond, D. and Feletti, G. (Eds.) (1991) The Challenge of Problem-based Education,
Kogan Page, London.

152

Bower, G. H. and Hilgard, E. K. (1981) Theories of Learning, Prentice Hall,
Englewood Cliffs, NJ.
Boyd, R. D., Apps, J. W. and Associates (1980) Redefining the Discipline ofAdult
Education, Jossey-Bass, San Francisco,
Bransford, J. D., Brown, A. L. and Cocking, R. R. (1999) How People Learn - Brain,
Mind, Experience, and School, National Academy Press, Washington D. C.
Briner, M. (1999) (Online) Learning Theories,
http://curriculum.calstatela.edu/faculty/psparks/theorists/501 leam.htm (04
December, 2001).
British Association of Advisers and Lecturers in Physical Education (1989) Teaching
and Learning Strategies in Physical Education, British Association of
Advisers and Lecturers in Physical Education, Leeds.
Brown, G. (1995) What is Involved in Learning?, In An Introduction To Teaching Psychological Perspectives{Ed, Deforges, C.) Blackwell, Oxford, pp. 11-33.
Brualdi, A. C. (1996) 'Multiple Intelligences: Gardner's Theory' ERIC Digest, ,
ED410226,, http://www.ed.gov/databases/ERIC_Digests/ed410226.html (10
June, 2002).
Brunner, J. S. (1966) Toward a Theoiy of Instruction, Cambridge, MA.
Buell, C. (2001) {OnWwQ) Learning Theories, http://www.cocc.edu/cbuell/theories/
(11 December 2001).
Burdman, P. (1998 (13 September)) Cyber U., , Anaheim (California) Orange County
Register, sec. 1, p. 9.
Burge, E. J. (1994) 'Learning in computer conference contexts: The learners'
pQVspQChvC Journal of Distance Education, Vol. 9, No. 1, 19-43.
Burpee, P. and Wilson, B. (1991) 'Distance education in the faculty of education.'
Aspects of Education, No. 25, 171-180.
Bustamante, L., Howe-Tennant, D. and Ramo, C. (2001) (Online) The Behavioural
Approach,
http://snycorva.cortland.edu/~ANDERSMD/BEH/BEHAVIOR.HTML (12
March, 2002).
Butts, D. (1986) Distance learning and broadcasting. In Aspects of Educational
Technology: Distance Learning and Evaluation(Ed, F. Percival and H.
Ellington) Kogan Page, London.
Campbell, B. (1990) 'The Research Results of a Multiple Intelligences Classroom' On
The Beam - A journal of new horizons for learning, Vol. XI, No 1, 7:254,
http://www.newhorizons.org/art_mireserch.html (10 June, 2002).
153

Cantor, J. A. (1992) Delivering Instruction to Adult Learners, Wall and Emerson,
Toronto, pp. 35-43.
Carliner, S. (1998) (Online) An Overview of Online Learning,
http://www.lakewoodconferences.com/wp/what.htm (25 July, 2001).
Cashin, W. E. (1990) Improving lectures. In Teaching college: Collected readings for
the new instructor{Ed?,, Weimer, M. and Neff, R. A.) Magna Publications, Inc.
Technology, Madison, WI, pp. 59-63.
Cheng, H., Lehman, J. and Reynolds, A. (1992) 'What do we know about
asynchronous group computer-based distance learning?' Educational
Technology, Vol.31,No. 11, 16-19.
Clarke, R. E. (1983) 'Reconsidering research on learning from media' Review of
Educational Research, Vol. 53, No. 4, 445-459.
Clarke, R. E. (1991) 'When researchers swim upstream: Reflections on an unpopular
argument about learning from media.' Educational Technology Research and
Development, Feb. 1991,34-40.
Close, R. C., Humphres, R. and Ruttenbur, B. W. (2000) e-Learning and Knowledge
Technology - Technology and the Internet are Changing the Way We Learn,
SunTrust Equitable Securities.
Collis, B. (1996) Tele-learning in a Digital World, Thomson Computer Press,
London.
Conway, J. (1997) (Online) Educational Technology's Effect of Models of Instruction,
http://copland.udel.edu/~jconway/EDST666.htm (04 December, 2001).
Cooper, J. L., Robinson, P. and McKinney, M. (1994) Cooperative Learning in the
Classroom, In Changing College Classrooms{EA, Associates, D. H. a.) JosseyBass, San Francisco.
Cooper, M. M. and Selfe, C. L. (1990) 'Computer conferences and learning:
Authority, Resistance, and internally persuasive discourse' College English,
Vol. 52, No. 8, 847-869.
Coughlan, R. (2001) ICTs as a Tool for Building Partnership between Formal
Education and Informal Learning In Education and the Information age Current Progress and Future Strategies (Ed, O Fathaigh, M.) Bradshaw
Books, Cork, pp. 65-87.
Cox, B. (1994) Practical Pointers for University Teachers, Kogan Page, London.

154

Cragg, C. E. B., Andrusyszyn, M. A. and Humbert, J. (1999) 'Experience with
Technology and Preferences for Distance Education Delivery Methods in a
Nurse Practitioner Program' Journal of Distance Education/Revue de
I'enseignement a distance, Vol. 14, No. 1,
http://www.icaap.org/iuicode? 151.14.1.4 (01 August 2001).

Craig, G. P. and Reed, B. J. (2001) (Online) Viewing leadership through different
frames,
http://www.educ.drake.edu/doc/pedagogy/student_papers/craig_reed/defcog.ht
ml (11 December, 2001).
Cranton, P. (1992) Working with Adult Learners, Wall and Emerson, Toronto, pp. 1315 and 40-63.
Cravener, P. A. (1999) 'Faculty Experiences With Providing Online Courses: Thoms
Among the Roses' Computers in Nursing, Vol. 17, No. 1,42-47,
http://www.cravener.net/articles/facexp.htm (03 October, 2001).
Crossman, D. M. (1997) The evolution of the World Wide Web as an emerging
technology tool. In Web-based instruction{Ed, H., K. B.) Educational
Technology Publications, Englewood Cliffs, NJ, pp. 19-25.
Curran, C. (1996) The potential cost-effectiveness of tertiaty open and distance
learning. Office for Official Publications of European Communities,
Luxembourg.
Dailies, J., Daines, C. and Graham, B. (1993) Adult Learning, Adult Teaching, 3rd,
Dept of Adult Education, Publications Unit, Nottingham.
Daniel, J. S. (1999) Mega-universities and knowledge media, Kogan Page, London.
Daugherty, M. and Funke, B. (1998) 'University Faculty and Student Perceptions of
Web-Based Instmction' Journal of Distance Education/Revue de
I'enseignement a distance, Vol. 13, No. 1, 12 of 19, http://www.cadeaced.ca/en_pub.php (01 August 2001).
Davidson, K. (1998) (Online) Education in the internet—linking theory to reality,
http://www.oise.on.ca/~kdavidson/cons.html (09 April, 2002).
Dede(a), C. (1996) 'Emerging Technologies in Distance Education for Business'
Journal of Education for Business, Vol. 71, No. 4, 197-204.
Dede(b), C. (1996) 'The Evolution of Distance Education: Emerging Technologies
and Distributed Learning' The American Journal of Distance Education, Vol.
10, No. 2,4-36.
Deforges, C. (Ed.) (1995) An Introduction to Teaching - Psychological Perspectives,
Blackwell, Oxford.

155

DeMar, G. (1988) (Online) Behaviourism,
http://forerunner.com/forerunner/X0497_DeMar_-_Behaviorism.html (11
December, 2001).
Dembo, M. H. {\99A) Applying Educational Psychology, 5th, Longman Publishing
Group, White Plains NY.
Department of Education and Science (2000) Learning for Life: White Paper on Adult
Education, Dublin.
Department of Education and Science and the Welsh Office (1981) The School
Curriculum, HMSO, London.
Dewar, T. (1995) {OnWno) Adult learning Online,
http://www.cybercoi'p.net/~tammy/lo/oned2.html (21 July, 2001).
Dewey, J. (1910) How We Think, Heath, Lexington, MA.
Dickinson, D. (2001) 'Learning Through Many Kinds of Intelligence' New horizons
for Learning Electronic Journal, ,
http://www.newhorizons.org/art_lrnthrumi.html (10 June, 2002).
Distance Learning Resource Network (2001) (Online) Distance Learning Resource
Guide, http://www.dlrn.org/library/dl/guide5.html (27 June, 2001).
Doll, R. (1978) Curriculum Improvement - Decision making and process, Allyn and
Bacon, Boston Massachusetts.
Doolittle, P. E. (2001) Instructional Design for Web-based Instruction In Second
Annual Irish Educational Technology Users' Conference. Institute of
Technology Sligo.
Eady, J. (1993) Practical Sports Development, Pitman Publishing, London.
Eastmond, D. V. (1995) Alone but Together: Adult distance study through computer
conferencing, Hampton Press, Cresskill, NJ.
Elliot, S. (1978) 'Tuition by Post: A Historical Perspective' Teaching at a Distance, 1,
Ely, D. P. (2000) 'The Field of Educational Technology: Update 2000 A Dozen
Frequently Asked Questions' ERIC Digest, , (EDO-IR-97-09),
http://www.ericit.org/digests/EDO-IR-2000-01.shtml (12 September, 2001).
Emery, F. and Trist, E. (1965) 'The causal texture of organisations' Human Relations,
No. 18,21-32.
Erdos, R. F. (1967) Teaching by correspondence, (UNESCO Source Book),
Longmans, Green, London.

156

Ertnier, P. A. and Newby, T. J. (1993) 'Behaviourism, cognitivism and
constructivism; comparing critical features from an instructional design
perspective' Performance Improvement Quarterly, No. 6, 50-66,
http://www.geocities.com/leamingenvironments/leamingenvironments.html
(11 December, 2001).
European Network of Sports Science Institutes (1999) Sport and Employment in
Europe.
Evans, C. and Edwards, M. (1999) 'Navigational Interface Design for Multimedia
courseware' Journal of Educational Multimedia and Hypermedia, Vol. 8, No.
2, 151-174.
Evans, C. D. and Fan, J. P. (2001) Searching for best practice: Distance Education
through virtual learning environments In Learning without limits - Developing
the next generation of education (Eds, Sziics, A., Wagner, E. and Holmberg,
C.) EDEN - European Distance Education Network, Stockholm, Sweden, pp.
29-35.
FMiraeus, E. R. (2001) A students' view on the learning process in asynchronous ediscussions - a preliminary analysis In Learning without limits - Developing
the next generation of education (Eds, Sziics, A., Wagner, E. and Holmberg,
C.) EDEN - European Distance Education Network, Stockholm, Sweden, pp.
20-24.
Filipczak, B. (1995) 'Putting the Learning into Distance Learning' Training, Vol. 32,
No. 10, 111-118.
Fontana, D. (1988) Psychology^ for Teachers, The Macmillan Press Ltd., London.
Forsythe, K. (1983) The human interface: teachers in the new age. In Programmed
Learning and Educational Technology, Vol. 20(3), pp. 161-6.
Friebe, K. (2001) The Third Wave of Technology: a Framework for the Future,
Culture and Education - From Hardware to Simulation In Education and the
Information age - Current Progress and Future Strategies (Ed, O Fathaigh,
M.) Bradshaw Books, Cork, pp. 59-64.
Gage, N. L. and Berliner, D. C. (1992) Educational Psychology, 5th ed., Houghton
Mifflin, Boston.
Gagne, R. M. (1970) The conditions of learning. Holt, Rinehart, and Winston, New
York.
Gale Research (1998) (Online) Piaget, Jean (1896 - 1980),
http://www.fmdarticles.eom/cf_0/g2602/0004/2602000436/print.jhtml (18
Febmary, 2002).

157

Gamson, D. R. (1990) 'An analysis and evaluation of audio teleconferencing to
facilitate education at a distance.' The American Journal of Distance
Education, 4, 3, 13-24.
Garrison, D. R. and Shale, D. (1990) Education at a distance: From issues to
practice, Routledge, London.
Gehlauf, D. N., Shatz, M. A. and Frye, T. W. (1991) 'Faculty perceptions of
interactive television instructional strategies: Implications for training' The
American Journal of Distance Education, Vol. 5, No. 3, 20-27.
Gibson, C. C. (1996) 'Toward Emerging Technologies and Distributed Learning:
Challenges and Change' The American Journal of Distance Education, Vol.
10, No. 2.
Gibson, J. T. and (Ed.) (1980) Psychology’ for the classroom, Prentice - Hall,
Englewood Cliffs, NJ.
Gillis, A., Jackson, W., Braid, A., MacDonald, P. and MacQuarrie, M. A. (2000) 'The
Learning Needs and Experiences of Women Using Print-based and CD ROM
Technology in Nursing Distance Education'of Distance
Education/Revue de Tenseignment a distance, Vol.15, No. 1,
http://www.icaap.Org/iuicode7151.15.l.4 (01 August, 2001).
Good, T. L. and Brophy, J. E. (1990) Educational psychology: A realistic approach,
4th edition, Longman, White Plains NY.
Goodyear, P. (2001) Learning and Digital Environments - Lessons from European
Research In Education and the information age - Current Progress and Future
Strategies{E(\, O Fathaigh, M.) Bradshaw Books, Cork, pp. 1-26.
Gorham, J. (1984) A Current Look at 'Modem Practice': Perceived and Observable
Similarities and Differences on the Same Teachers in Adult and Pre-Adult
Classrooms In Proceedings of the Annual Adult Education Research
Conference Raleigh: Department of Adult and Community College Education,
North Carolina State University, Raleigh, North Carolina.
Gottschalk, T. H. (2000) (Online) Strategies for Teaching at a Distance,
http://www.uidaho.edu/evo/dist2.html (17 October, 2001) (17 October, 2001).
Government (2000) The National Development Plan.
Green, J. (2002) {OnXmCy Andragogy: Teaching Adults,
http://coe.sdsu.edu/eet/Articles/andragogy/index.htm ( 18 September, 2002)
(18 September, 2002).
Greg, K. (1996) 'Education as Usual: Comments on Chris Dede's Article' The
American Journal of Distance Education, Vol. 10, No. 2.

158

Griggs, S. A. (1991) 'Learning Styles Counselling' ERIC Digest, ED341890,
http://www.ed.gov/databases/ERlC_Digests/ed341890.html( 10 June, 2002).
Gronlund, R., E. (1978) Stating Objectives for classroom instruction, 2nd Ed.,
Macmillian Publishing, NewYork.
Gross, P. (1997 (February 12-15)) Engaging the disengaged: How is it different when
using distance education? In Walking the tightrope: The balance between
innovation and leadership. Proceedings of the 6th Annual International
Conference of the Chair Academy ERIC, JC 970 185, Reno, NV.
Gunawardena, C. N. (1988) New communications technologies and distance
education: a paradigm for the integration of video-based instruction..
University of Kansas, Kansas, Unpublished doctoral dissertation.
Hannafm, M. J., Hill, J. R. and Land, S. M. (1997) 'Student-centred learning and
interactive multimedia: Status, issues, and implications' Contemporary
Education, Vol. 68, No. 2, 94-99.
Hanson, D., Maushak, N., Schlosser, C., Anderson, M., Sorensen, C., and Simonson,
M. (1997) Distance Education: Review of the Literature, Association for
Educational Communications and Technology and Research Institute for
Studies in Education, Washington, DC.
Hara, N. and Kling, R. (1999) 'Students' Frustrations with a Web-based Distance
Education Course' First Monday, Vol. 4, No. 12,
http://firstmonday.org/issues/issue4_12/hara/index.html.
Harasim, L. (1986) 'Educational Applications of Computer Conferencing' CADE:
Journal of Distance Education/Revue de Tenseignement a distance, Vol. 1,
No. 1, http://www.icaap.Org/iuicode7151.Ll.2 (01 August, 2001).
Harasim, L. (1987) 'Teaching and Learning on-line: Issues in computer-mediated
graduate courses' Canadian Journal of Educational Communication, Vol. 16,
No. 2, 117-135.
Harasim, L. (1990) Online Education: Perspectives on a New Environment, Praeger,
New York.
Harasim, L., Hiltz, S., Teles, L. and Turoff, M. (1995) Learning Networks, MIT Press,
Cambridge, Mass.
Harris, W. J. A. (1967) 'Education by Post' Adult Education, Vol. 39, No. 5, 269-273,.
Harrison, P. F., Saba, F., Seeman, B. J., Molise, G., Behm, R. and Williams, D. W.
(1991) Dimensions of effectiveness: Assessing the organisational,
instructional and technological aspects of distance education programs In The
Annual Conference of Educational Communications Technology Orlando,
Florida.

159

Harry, K. (Ed.) (1999) Higher Education through Open and Distance Learning,
Routledge, London.
Hartman, V. F. (1995) 'Teaching and learning style preferences: Transitions through
technology' VCCA Journal, Vol. 9, No. 2, 18-20,
http://www.so.cc.va.us/vcca/hartl.htm (21 July, 2001).
Haynes, J. M. and Dillon, C. (1992) 'Distance education: Learning outcomes,
interaction, and attitudes.' Journal of Education for Library’ and Information
Science, Vol. 33, No. 1, 35-45.
Heidbreder, E. (1933) Seven psychologies, Appleton-Century-Crofts, New York.
Hein, G. E. (1991) (Online) Constructivist Learning Theoiy,
http://www.exploratorium.edu/IFI/resources/constructivistleaming.html (11
December, 2001).
HETAC (2003) Validation of New Program, Dublin.
http://www.hetac.ie/pdf/hetac_course_submission.pdf (02 June, 2003).
Hobaugh, C. F. (1997) Interactive strategies for collaborative learning. CompetitionConnection-Collaboration In Annual Conference on Distance Teaching and
Learning CmvQvsxXy of Wisconsin-Madison, Madison, WI, pp. 121-125.
Hodges, L. and Hodges, R. (1998) On-line learning and authentic assessment. In
Creating high functioning schools: Practice and research (Eds, Cano, Y.,
Wood, F. W. and Simmons, J. C.) Charles C. Thomas, Springfield, IE, pp.
185-191.
Hoerr, T. R. (2000) (Online) Technology and MI,
http://www.newhorizons.org/trm_hoerr.htm (10 June, 2002).
Holmberg, B. (1989) Theory and practice of distance education, Routledge, London.
Honey, P. and Mumford, A. (1992) The Manual of Learning Styles, Honey, Peter,
Maidenhead.
Hsu, E. Y. P. (1989) 'VC + EL = VL' Development in Business Simulation and
Experimental Exercises, Vol. 17.
Huitt, B. (1997) (Online) Educational Psychology Interactive - The Cognitive System,
http://chiron.valdosta.edu/whuitt/col/cogsys/cogsys.html (22 June, 2001).
Imel, S. (1989) 'Teaching Adults: Is it different?' ERIC Digest, ED305495, No. 82,
http://www.ed.gov/databases/ERIC_Digests/ed305495.html (10 June, 2002).
Innovations in Distance Education (IDE) (1997) The report of two policy symposia.
The Pennsylvania State University, http://www.cde.psu.edu/DE/IDE/policy/
(07 September 2001).

160

Institute of Western NY (2001) (Online) Constructivist Learning Theory^,
http;//www.artsined.com/teachingarts/Pedag/Dewey.html (18 February, 2002).
Jeffries, M. (1995) (Online) IPSE - Research in Distance Education,
http://www.ihets.org/consortium/ipse/fdhandbook/resrch.html (26 September
2001).

Jewett, F., I. (2000) 'BRIDGE: A Model for Comparing the Costs of Using Distance
Instruction and Classroom Instruction' The American Journal of Distance
Education, Vol. 14, No. 2, 37-47.
Jolliffe, A., Ritter, J. and Stevens, D. (2001) The Online Learning Handbook Developing and Using Weh~based Learning, Kogan Page Limited, London.
Jonassen, D. FI. (1991) 'Objectivism versus constructivism: do we need a new
philosophical paradigm?' Educational Technology Research and Development,
Vol.39, No. 3,5-14.
Jones, D. (1997) (Online) Focus on the Student: Designing Library Instruction for
Critical Thinkers, http://www.cabrillo.cc.ca.us/thinking/constructivism.html
(05 December, 2001).
Kahn, B. H. (1997) Web-based instruction (WBI): What is it and why is it?. In Webbased instruction (Ed, Kahn, B. H.) Educational Technology Publications,
Englewood Cliffs, NJ, pp. 5-19.
Kasworrn, C. E. and Bing, Y. (1992) The development of adult learner autonomy and
self-directedness in distance education, (Report No. CE 063 391), Springfield,
VA: DYNEDRS, (ERIC Document Reproduction Service No. ED 355 453).
Kaye, A. (1981) 'Origins & Structures' Distance Teaching for Higher and Adult
Education, In Curran (1996) (see above).
Kaye, A. (1992) Learning together apart, In Collaborative Learning through
computer conferencing (Ed, A., K.) Springer-Verlag, Berlin Heidelberg,
Germany, pp. 1-24.
Kearsley, G. (1996) 'The World Wide Web: Global access to education' Educational
Technology Review, Vol. 526-30.
Kearsley, G. (2001) (Online) Explorations in Learning & Instruction,
http://tip.psychology.org/bruner.html (11 December, 2001).
Kearsley, G. and Moore, M. G. (1996) Distance education: A systems view,
Wadsworth, Belmont, CA.
Keegan, D. (Ed.) (1993) Theoretical Principles of Distance Education, Routledge,
London.

161

Kelly, A. V. (1999) The Curriculum - Theory and Practice, 4th Edition, Paul
Chapman Publishing Ltd, London.
Kelly, C. (1997) 'David Kolb, The Theory of Experiential Learning' The Internet
TEST Journal, Vol. 3, No. 9, http://www.aitech.ae.jp/~iteslj/Artieles/KellyExperiential (20 June, 2002).
Kemp, J. E. (2000) 'Instructional Design for Distance Education' ED - Education at a
Distance, Vol. 14, No. 10,
http://www.usdla.org/ED_magazine/illuminactive/OCT00_Issue/story03.htm
(31 July 2001).
Kenney, J. (1996) Integrated Internet services for in-service training In Technology^
and Communications: Catalyst for Education Change - Proceedings of the
13th International Conference on Technology and Education '96, Vol. Vol. 2
(Ed, ICTE) ICTE, New Orleans, pp. 452-454.
Kensicki, L. J. (1996) (Online) Dr. John Watson,
http://uts.cc.utexas.edu/~kensicki/watson-behav.html (23 January, 2002).
Kentridge, R. W. (Online) Operant Conditioning and Behaviorism - an historical
outline, http://www.biozentrum.uniwuerzburg.de/genetics/behavior/leaming/behaviorism.html (11 December,
2001).

Kerka, S. (1996) 'Distance Learning, the Internet, and the World Wide Web' ERIC
Digest - ERIC Clearinghouse on Adult Career and Vocational Education
Columbus OH, ED395214,
http://www.ed.gov/databases/ERIC_Digests/ed395214.html.
Khakhar, D., Quirchmayr, G. and Wills, C. C. (2001) Strategies for Developing Eeducation Frameworks: Lessons learned from a successful European Co
operation Project In Learning without limits - Developing the next generation
of education (Eds, Sziics, A., Wagner, E. and Holmberg, C.) EDEN European Distance Education Network, Stockholm, Sweden, pp. 131-136.
Kilian, C. (January 22, 1996) An on-line writing course.. Article originally posted to
the On-line Community College List, Available from Crawford Kilian,
Communications Department, Capilano College, 2055 Purcell Way, North
Vancover, BC, Canada V7J3H5.
Kirby, D. M. and Chugh, U. (1993) 'Two Views from the Bridge: A Comparison of
the Perceptions of Students and Instructors of Elements in the AudioTeleconferencing Environment.' CADE: Journal of Distance Education/Revue
de Tenseignement a distance, Vol. 8, No. 2,
http://www.icaap.Org/iuicode7151.8.2.l (01 August, 2001).
Knowles, M. (2002) Andragogy - An emerging technology for adult learning. In
Boundaries of Adult Learning (Eds, Edwards, R., Hanson, A. and Raggatt, P.)
Routledge, London.
162

Knowles, M. S. (1970) The Modern Practice of Adult Education: Andragogy V5.
Pedagogy, Association Press, New York.
Knowles, M. S., Holton III, E. F., Swanson, R. A., (1998) The Adult Learner, Fifth
Edition, Gulf Publishing Company, Houston, Texas.
Knowles, M. S. and associates (1984) Andragogy in action - Applying Modern
Principles of adult Learning, Jossey Bass, California.
Knox, A. B. (1987) Helping Adults Learn, Jossey-Bass, SanFrancisco/London.
Kolb, D. A. (1984) Experiential Learning: Experience as the source of learning and
development, Prentice Hall, New Jersey.
Krathwohl, D. R. (1964) The taxonomy of educational objectives - Its use in
curriculum building. In Defining educational objectives (Ed, Lindvall, C. M.)
The University of Pittsburgh, Pittsburgh, PA.
Kroll, E. (1992) The Whole Internet: User's Guide and Catalog, O'Reilly and
Associates, Sebastopol, CA.
Kubala, T. (1998) 'Addressing student needs: Teaching on the Internet' T.H.E.
Journal, http://www.thejournal.com/magazine/vault/A2026.cfm (07
September 2001).
Lewis, D. C., Treves, J. A. and Shaindlin, A. B. (1997) 'Making sense of academic
cyberspace: Case study of an electronic classroom' College Teaching, Vol. 45,
No. 3,96-100.
Lewis, L., Snow, K., Farris, E., Levin, D., Green, B., (1999) Distance Education at
Post secondary Education Institutions: 1997-98, US Department of Education,
National Center for Education Statistics, Washington, DC.
Lienau, L. (1987) Evaluation of teaching/leaming at a distance In Third Annual
Conference of Teaching and Learning at a Distance Madison, WI.
Lindeman, E. C. (1926) The Meaning ofAdult Education, New Republic, New York.
Litzinger, M. E. and Osif, B. (1993) Accommodating diverse learning styles:
Designing instruction for electronic information sources. In What is Good
Instruction Now? Library Instruction for the 90s (Eds, Shirato, L. and Arbor,
A.) Pierian Press, Michigan.
Mager, R. F. (1962) 'Preparing instructional objectives' Teaching teachers: What I
learn. Language Arts, Vol. 62, No. 7, 742-753.
Marina, S. T. (2001) 'Facing the Challenges, Getting the Right Way with Distance
Learning' ED - Education at a Distance, Vol. 15, No. 3,
http://www.usdla.org/ED_magazine/illuminactive/MAR01_Issue/article03.ht
ml (19 September, 2001).
163

Marton, F. and Saljo, R. (1997) Approaches to Learning, In The experience of
learning (Eds, Marton, F., Hounsell, D. and Entwistle, N.) Scotish Academic
Press, Edinburgh, pp. 39-58.
Mason, R. (2001) 'Models of Online Courses' ED - Education at a Distance, Vol. 15,
No. 7,
http;//www.usdla.org/ED_magazine/illuminactive/JUL01_Issue/article02.html

Mason, R. and Kaye, S. (Eds.) (1989) Mindweave: Communication, Computers and
Distance Education, Pergamon Press, Oxford.
Mason, R. and Kaye, T. (1990) Toward a new paradigm for distance education. In
Online education: Perspectives on a new environment (Ed, Harasim, L. M.)
Praeger, New York, pp. 15-30.
Mattheos, N., Wretlind, K. and Attstrom, R. (2001) Adjusting an existing problem
based learning model for network-based learning environments In Learning
without limits - Developing the next generation of education (Eds, Sziics, A.,
Wagner, E. and Holmberg, C.) EDEN - European Distance Education
Network, Stockholm, Sweden, pp. 36-41.
McCleary, I. D. and Egan, M. W. (1989) 'Program design and evaluation: Two-way
interactive television' The American Journal of Distance Education, Vol. 3,
No. 1, 50-60.
McComb, M. (1993) 'Augmenting a group discussion course with computer-mediated
communication in a small college setting.' Interpersonal Computing and
Technology, Vol. 1, No. 3,
http://www.helsinki.fi/science/optek/1993/n3/mccomb.txt (10 October, 2001).
McDonagh, S. (2001) Institutes of Technology) - Some new Directions.
McDonagh, S. and Patterson, V. (2003) Some Factors Affecting the Flow of Students
to the Institutes of Technology to 2010.
Mclsaac, M. S., Gunawardena, C. N., (1996) Distance Education, In Handbook of
Research for Educational Communications and Technology (Ed, Jonassen, D.
H.) Simon and Schuster Macmillan, NewYork, pp. 403-437,
www.aect.org/intranet/publications/edtech/index.html#index (accessed
30/07/01).
McKeachie, W. J. (1990) 'Learning, Thinking, and Thorndike' Educational
Psychologist,^ Spring, 127-141.
McLeish, J. (1968) The Lecture Method, Cambridge Institute of Education,
Cambridge, England.

164

Meams, J. (2000) (Online) The Social Learning Theory ofJulian B. Rotter,
http:/7psych.fullerton.edu/jmeams/rotter.htm (20 Mareh, 2002).
Mena, M. (1993) 'New Pedagogical Approaches to Improve Production of Materials
in Distance Education' CADE: Journal of Distance Education/Revue de
Tenseignement a distance, Vol. 8, No. 3,
http://www.icaap.Org/iuicode7151.8.3.l (01 August, 2001).
Mergel, B. (1998) Instructional Design and Learning Theory, University of
Saskatchewan.
Merrill, M. D. (1991) 'Constmctivism and instructional design' Educational
Technology’, Vol. 31, No. 5, 45-53.
Meyers, C. and Jones, T. B. (1993) Promoting active learning: strategies for the
college classroom, Jossey-Bass, San Francisco.
Microsoft Corporation (2001) {OnWno) Jean Piaget, http://encarta.msn.com (18
February, 2002).
Mielke, D. (1999) 'Effective Teaching in Distance Education' ERIC Digest - ERIC
Clearinghouse on Teaching and Teacher Education Washington DC,
ED436528, http://www.ed.gov/databases/ERIC_Digests/ed436528.html
(18/07/2001).
Milheim, W. D. (1995) 'Interactivity and computer-based instruction'of
Educational Technology Systems, Vol. 24, No. 3, 225-233.
Monaghan, P. (1995 (10 February)) 'Technology and the unions: Faculty labor leaders
air hopes and concerns as colleges enter the electronic era' The Chronicle of
Higher Education, Vol. 41, No. 22, sec. A17.
Moore, M. (1977) On a theory of independent study, (Papiere 16), ZIFF FemUniversitat, Zentrals Institut fur Femstudienforschung, Hagen.
Moore, M. (1986) 'Self-Directed Learning and Distance Education' CADE: Journal of
Distance Education/Revue de Tenseignment a distance, Vol. 1, No. 1,
http://www.icaap.Org/iuicode715Ll.l.3 (01 August, 2001).
Moore, M. (1988) On a theory of independent study. In Distance education:
International Perspectives (Eds, Sewart, D., Keegan, D. and Holmberg, B.)
Routledgc, London, pp. 68-94.
Moore, M. G. (1990) Correspondence study, \n Adult Learning Methods{Ed,
Galbrath, M. W.) Krieger Publishing Company, Malabar, Florida, pp. 345365.
Moore, M. G. and Kearsley, G. (1996) Distance education: A systems view,
Wadsworth Publishing Company, Belmont, CA.

165

Moore, M. G. and Thompson, M. M. (1990) The effects of distance learning: A
summary of the literature, The American Centre for the Study of Distance
Education, The Pennsylvania State University, University Park, PA.
Moran, A., P. (1996) The Psychology of Concentration in Sports Performers - A
Cognitive Analysis, Psychology Press, East Sussex.
Moran, L. (1993) 'Genesis of the Open Learning Institute of British Columbia' CADE:
Journal of Distance Education/Revue de L'enseignement a distance, Vol. 8,
No. 1, http://www.icaap.org/iuicode7151.8.1.6 (01 August, 2001).
Morgan, A. (1985) 'What should we do about independent learning?' Teaching at a
distance, Vol. 26 38-45.
Morrison, G. R. (2001) 'Theory, Research and Practice' ED - Education at a Distance,
Vol. 15, No. 40,
http://www.usdla.org/ED_magazine/illuminactive/APR01_lssue/article06.html

MSC - Manpower Services Commission (1984) Open Tech Task Group Report,
Sheffield.
Muirhead, B. (1999) Attitudes towards interactivity in a graduate distance education
program: A qualitative analysis, Dissertation.com, Parkland, FL.
Muirhead(a), B. (2001) 'Practical Strategies for Teaching Computer-Mediated Classes'
ED - Education at a Distance, Vol. 15, No. 50,
http://www.usdla.org/ED_magazine/illuminactive/MAY01_Issue/article02.ht
ml (31 July 2001).
Muirhead(b), B. (2001) 'Enhancing Social Interaction in Computer-Mediated Distance
Education' ED - Education at a Distance, Vol. 15, No. 40,
http://www.usdla.org/ED_magazine/illuminactive/APR01_Issue/article02.html
(20 September, 2001).
Naisbitt, J. (1984) The year ahead: 1985, The Naisbitt Group, Washingon, D. C.
National Centre for Educational Statistics (October 1997) Distance Education in
Higher Education Institutions, http://nces.ed.gov/pubs98/distance/ (09
October, 2001).
National Council for Education Awards (1985) Extending Educational Opportunity
through NCEA Awards by Distance Learning, NCEA, Dublin, 1-32.
National Education Association (2000) A Survey of Traditional and Distance
Learning Higher Education Members, Washington DC, 5-6,
http://www.nea.org/he/abouthe/dlstudy.pdf (17 September, 2001).

166

Navarro, P. and Shoemaker, J. (2000) 'Performance and Perceptions of Distance
Learners in Cyberspace' The American Journal of Distance Education, Vol.
14, No. 2.
NCREL (2001) (Online) Constructivist Model for Learning,
http://www.ncrel.org/sdrs/areas/issues/content/cntareas/science/sc5model.htm
(11 December, 2001).
Nixon, D. E. (1992) 'Simulteaching: Access to learning by means of interactive
television' Community/Junior College Quarterly, No. 16, 167-175.
Nugent, J. M. (2001) 'DL Barriers: Instructors and Students' ED - Education at a
Distance, Vol. 15, No. 7,
http://www.usdla.org/ED_magazine/illuminactive/JUL01_Issue/article05.html
ODL Task Force (2000) Open and Distance Learning Task Force Report, The
Institutes of Technology.
OECD (1996) Adult Learning in a new Technological Era, In OECD Proceedings.
O'Grady, M. (2001) An Introduction to Behavioural Science, Gill and Macmillan,
Dublin.
On Purpose Associates (1998) (Online) Theories about Learning,
http://www.funderstanding.com/about_learning.cfm
Ormell, C. P. (1974) 'Objections to Bloom's T'dxonomy' Journal of Curriculum
Studies, , 6, 3-18.
Omstein, A. C. (1995) Strategies for Effective Teaching, Second edition, Browne and
Benchmark, Mexico.
Pajares, F. (2001) (Online) Overview of Self-Efficacy,
http://www.emroy.edu/EDUCATION/mfp/eff.html (19 February, 2002).
Papa, F., Bordoni, F. U. and Spedaletti, S. (2001) The Interactive Virtual Classroom
for Distance Learning: Reflections and Practical Solutions from a Field Study
In Learning without limits - Developing the next generation of educationfEds,
Sziics, A., Wagner, E. and Holmberg, C.) EDEN - European Distance
Education Network, Stockholm, Sweden, pp. 63-68.
Pask, G. (1976) 'Styles and strategies of learning' British Journal of Educational
Psychology, No. 46, 128-148.
Paulsen, M. F. (1992) Innovative computer conferencing courses. In From Bulletin
Boards to Electronic Universities: Distance Education, Computer-Mediated
Communication, and Online EducationfEd, Paulsen, M. F.) The American
Center for the Study of Distance Education, University Park, Pennsylvania,
pp. 23-30.

167

Paulsen, M. F. (1995) The Online Report on Pedagogical Techniques for ComputerMediated Communication, Oslo, Norway,
http://www.nettskolen.com/forskning/19/cmcped.html (06 July, 2001).
Payne, H. (1998) Interactive Video Teletraining in Distance Learning Courses,
United States Distance Learning Association.
PBS - The Public Broadcasting Service (2001) (Online) Distance Learning Week: A
brief history’, http://www.pbs.org/als/dlweek/history/index.html (25 July,
2001).

Penny, K., Perlow, A. and Ruscitto, C. (2002) (Online) Humanistic Psychology,
http://snycoi-va.cortland.edu/~ANDERSMD/HUMAN/MENU.HTML (04
March, 2002).
Peters, O. (1983) Distance teaching and industrial production: a comparative
interpretation in outline. In Distance education: international perspectives
(Ed, Sewart, D., Keegan, D. & Holmberg, B.) Groom Helm, London, pp. 95113.
Peters, R. S. (1969) Session Two Introduction In Conference on Objectives in Higher
Education, Institute of Education, London, University of London.
Pirot, V., Hene, E. and Bonaventure, O. (2001) A Pragmatic Solution to Distribute
Courses Over the Internet In Learning without limits - Developing the next
generation of education (Eds, Sziics, A., Wagner, E. and Holmberg, C.) EDEN
- European Distance Education Network, Stockholm, Sweden, pp. 42-48.
Plucker, J. (2001) {OnXxno) Jean Piaget, http://www.indiana.edu/~intell/piaget.html
(18 February 2002).
Poling, D. J. (1994) 'E-Mail as an effective teaching supplement.' Educational
Technology, No. 34, 53-55.
Pring, R. (1971) 'Bloom's Taxonomy: a philosophical critique' Cambridge Journal of
Education, 2, 83-91.
Raines, K., Pronti, M. and Taylor, D. (2001) (Online) Cognitive Approach,
http://snycorva.cortland.edu/~ANDERSMD/COG/COG.HTML (12 March,
2002)

Randles et al (2000) Open Distance Learning Diploma in Sports Development Feasibility study (Interim Report), Institute of Technology Tralee, Kerry.
Reiser, R. A. and Gagne, R. M. (1983) Selecting Media for Instruction, Educational
Technology Publications, Englewood Cliffs NewYork.
Rizo, F. M. (1991) 'The controversy about qualification in social research: An
extension of Gage's "historical sketch.'" Educational Researcher, Vol. 20, No.
12, 9-12.
68

Rogers, A. (1996) Teaching Adults, Second, Open University Press, Buckingham.
Rogers, C. (1969) Freedom to learn, 1st ed, Macmillan/Merrill, New York.
Rogers, C. and Freiberg, H. J. (1994) Freedom to learn, 3rd ed., Macmillan/Merrill,
New York.
Rogers, C. R. (1959) A theory of therapy, personality and interpersonal relationships,
as developed in the client-centred framework. In Psychology: A study of
science (Ed, Koch, S.) McGraw Hill, New York, pp. 184-256.
Romiszowski, A. (1993) Telecommunications and Distance Education' ERIC Digest ERIC Clearinghouse on Information Resources Syracuse NY, ED358841,
http://www.ed.gov/databases/ERIC_Digests/ed358841 .html (24 September
2001).

Romiszowski, A. J. and Iskandar, H. (1992) Use of voice-mail tutoring in Distance
Education In Paper presented at ICDE World Conference in Distance
Education^?i\\gkok, Thailand.
Rowntree, D. (1982) Educational Technology in Curriculum Development, Second,
Harper & Row, London.
Rowntree, D. (1992) Exploring Open and Distance Learning, Kogan Page Limited,
London.
Rumble, G. (1986) The planning and management of distance education, Croom
Helm, London.
Rumble, G. (1997) The costs and economics of open and distance learning, Kogan
Page, London.
Rumble, G. and Harry, K. (1982) The distance teaching universities, Croom Helm,
London.
Russell, T. (1999) The no significant difference phenomenon as reported in 355
research reports, summaries and papers: A comparative research annotated
bibliography on technology for distance education. Office of Instructional
Telecommunications, North Carolina State University, Raleigh, NC.
Ruttenbur, B. W., Spickler, G. C. and Lurie, S. (2000) eLearning: The engine of the
knowledge economy, Masie Centre,
http://www.masie.eom/masie/researchreports/eleaming0700nate2.pdf (28
November 2001).
Ryan, S., Scott, B., Freeman, H. and Patel, D. (2000) The Virtual University The
Internet and Resource - Based Learning, Kogan Page, London.

169

Saba, F. (1998) 'Discontent with the use of technology in higher education' Distance
Educator, Vol. 2, No. 8.
Saettler, P. (1990) The evolution ofAmerican educational technology, Libraries
Unlimited, Inc., Englewood, Co.
Sahlin, E. and Akerman, J. (2001) Flexible Learning - A wider concept for the
teachers In Learning without limits - Developing the next generation of
education{Eds, Sziics, A., Wagner, E. and Holmberg, C.) EDEN - European
Distance Education Network, Stockholm, Sweden, pp. 100-103.
Salmon, G. (2000) E-Moderating: The key to teaching and learning online, Kogan
Page, London.
Salomon, P. C. (1992) The changing role of the teacher: From information
transmitter to orchestrator of learning., In Effective and responsible teaching:
The new synthesis (Eds, Oser, F. K., Dick, A. and Petry, J.) Jossee-Bass, San
Francisco, CA, pp. 35-49.
Sammons, M. (1990) An epistemological justification for the role of teaching in
distance education. In Contemporary issues in American distance education
(Ed, Moore, M. C.) Pergamon Press, New York, pp. 151-162.
Sauve, L. (1993) What's behind the development of a course on the concept of
distance education? In Theoretical Principles of Distance Education, Vol. 1
(Ed, Keegan, D.) Routledge, London, pp. 93-109.
Schieman, E., Teare, S. and McLaren, J. (1992) 'Towards a Course Development
Model for Graduate Level Distance Education' CADE : Journal of Distance
Education/Revue de L'ensignement a distance, Vol. 7, No. 2,
http://www.icaap.Org/iuicode7151.7.2.4 (01 August 2001).
Schramm, W. (1977) Big media, little media. Sage, Beverly Hills, CA.
Schroeder, C. C. (1996) (Online) New Students - New Learning Styles,
http://www.virtualschool.edu/mon/Academia/KierseyLeamingStyles.html (25
September 2001).
Schubert, W. H. (1986) Curriculum: Perspectives, paradigm and possibility,
MacMillan, New York.
Schunk, D. H. (1996) Learning Theories - An educational Perspective, 2nd, Prentice
Hall, Englewood Cliffs NJ.
Schutte, J. G. (1999) Virtual Teaching in Higher Education: The new intellectual
superhighway or just another traffic jam?, Northridge California State
University, Northridge, http://www.csun.edu/sociology/virexp.htm (03
October, 2001).

170

Schweir, R. A. and Misanchunk, E. R. (1993) Interactive multimedia instruction,
Educational Technology Publications, Englewood Cliffs, NJ.
Seaman, D. F. and Fellenz, R. A. (1989) Effective Strategies for Teaching Adults,
Merrill Publishing Company, Columbus, Ohio.
Seels, B. (1989) 'The Instructional Design Movement in Educational Technology'
Educational Technology, Vol. 29, No. 5, 11-15.
Sener, J. (1997) 'ALN's Relations: Current Educational Trends and Concepts and their
Relation to AIM' ALN Magazine, Vol. 1, No. 1,
http://www.aln.0rg/alnweb/magazine/issuel/sener/sener.htm#T0pics (04
March, 2002).
Sewart, D. (1981) 'Distance education a contradiction in terms' Teaching at a
distance, Vol. 198-18.
Shaw, L. J. (1999) (Online) Humanistic and Social Aspects of Teaching,
http://edweb.sdsu/people/LShaw/F95syll/philos/phbehav.html (11 December,
2001).

Sherry, L. (1996) 'Issues in distance learning' International Journal of Educational
Telecommunications, Vol. 1, No. 4, 337-365.
Simonson, M. (1995) 'Does anyone really want to learn ... at a distance?' TechTrends,
Vol. 40, No. 5, 12.
Simonson, M., Schlosser, C. and Hanson, D. (1999) 'Theory and Distance Education:
A New Discussion' The American Journal of Distance Education, Vol. 13, No.
1,60-75.
Simpson, H., Pugh, H. L. and Parchman, S. W. (1993) 'Empirical comparison of
alternative instructional TV technologies' Distance Education, Vol. 14, No. 1,
147-164.
Soby, M. (1992) Waiting for Electropolis, In Collaborative Learning through
computer conferencing{Ed, Kaye, A.) Springer-Verlag, Berlin Heidelberg,
Germany, pp. 39-50.
Souder, W. E. (1993) 'The effectiveness of traditional vs. satellite delivery in three
management of technology master's degree programs' The American Journal
of Distance Education, Vol. 7, No. 1, 37-53.
Sparkes, J. J. (1993) Matching teaching methods to educational aims in distance
education. In Theoretical Principles of Distance Education (Ed, Keegan, D.)
Routledge, London.
Squires, G. (1994) Squires, Geoffrey, United Kingdom.

171

Stage, F. K., Muller, P. A., Kinzie, J. and Simmons, A. (1998) 'Creating Learning
Centered Classrooms. What does Learning Theory have to say?' ERIC Digest,
ED422777, http;//www.ed.gov/databases/ERIC_Digests/ed422777.html.
Steiner, V. (1995) (Online) What is Distance Education?,
http://www.dlrn.org/library/glossary/email.html (28 November, 2001).
Strommen, E. F. (1992) (Online) Constructivism, Technology’, and the Future
Classroom Learning,
http://www.ic.polyu.edu.hk/posh97/Student/Leam/Leaming_theories.html (04
December, 2001).
Sun Associates (1997) (Online) Educational technology integration: Basic technology
tools for educators, http://www.sun-associates.com/resources/bastools.html
(22 October 2001).
Swartz, J. D. (1997) Social Abrasion: What does it mean to be present? Paper
presented to the forty-seventh meeting of the Society for the Philosophy and
History of Education, Dallas.
Taaffe, E. (2001) Online courses in universities In The Sunday Business Post, pp. 1415.
Tight, M. (2000) Key concepts in Adult Education and Training, Routledge.
Tough, A. (1976) Selfplanned learning and major personal change, (Ed, R.M.
Smith), (1976) Adult Learning: Issues and Innovations Clearing House in
Career Education, Northern Illinois University, reproduced in Edwards, R.,
Sieminski, S. and Zeldin. D. (1993) Adult Learners, Education and Training
Routledge, in association with The Open University.
Twigg, C. A. (1994) 'The Changing Definition of Learning' Educom Review, Vol. 29,
No. 4, , http://www.sbox.kirtland.cc.mi.us/extra/twiggl.htm (29 June, 2001).
Tyler, R., Gagne, R. and Scriven, M. (1967) Perspectives of Curriculum Evaluation,
Rand McNally and Co, Chicago.
Tyler, R. W. (1949) Basic Principles of Curriculum and Instruction, University of
Chicago Press, Chicago.
Tyler, R. W. (1975) Specific Approaches to Curriculum Development, In Strategies
for Curriculum Development{Eds, Schaffarzik, J. and Hampson, D. H.)
McCutchan Publishing Corp.
Unwin, D. and McAleese, R. (Eds.) (1988) The Encyclopaedia of Educational Media
Communication and Technology, Greenwood Press, New York.
Urdan, T. A. and C., W. C. (2000) Corporate E-Learning: Exploring a New Frontier,
WR Hambrecht and Co.

172

UWL - University of Wales Lampeter (2000) (Online) Open and Distance Learning,
http://welsh.lamp.ac.uk/studying/extemal/open.html (July 26, 2001).
Van Dusen, G. C. (1997) 'The Virtual Campus: Technology and Reform in Higher
Education' ERIC Digest - ERIC Clearing house on Higher Education,
ED412815, http://www.ed.gov/databases/ERIC_Digests/ed412815.html (21
September 2001).
Verduin, J. R. and Clark, T. A. (1991) Distance Education: The foundations of
effective practice, Jossey-Bass, San Francisco.
Volland, W. (2001) 'Why Add an On-line Course to the Curriculum?' ED - Education
at a Distance, Vol. 15, No. 7,
http://www.usdla.org/ED_magazine/illuminactive/JUL01_Issue/article04.html
Vygotsky, L. S. (1978) Mind in Society, Harvard University Press, Cambridge, MA.
Wagner, E. D. (1997) 'Interactivity: From agents to outcomes' New directions for
Teaching and Learning, No. 71, 19-26.
Wagner, N. (1987) Operation and evaluation of the instmctional television system at
Arizona State University In The Third Annual Conference on Teaching and
Learning at a Distance Madison, WI.
Watkins, B. L. and Wright, S. J. (Eds.) (1991) Looking to the Future - The
Foundations ofAmerican Distance Education, Kendall Hunt Publishing,
Dubeque, Iowa.
Watson, J. B. (1916) 'The Place of the conditioned reflex in psychology'
Psychological Review, Vol. 23 89-116.
Wexler, P. (1987) Social analysis of education - After the new sociology, Routledge,
New York and London.
Wilhelmsen, S., Asmul, I. S. and Meistad, 0. (1998) (Online) Psychological theories;
A brief survey of the changing views of learning,
http://www.uib.no/People/sinia/CSCL/web_struktur-832.htm (11 December,
2001).

Wilkinson, B., Maley, T. and Boehle, S. (2002) 'An information and idea service of
VNU Business Media' ONLINE LEARNING E-NEWS, Vol. 4, No. 45,
http://www.vnuleaming.com/archive.htm (29 January, 2002).
Willis(a), B. (1992) 'Instmctional Development for Distance Education' ERIC Digest ERIC Clearinghouse on Information Resources Syracuse NY, ED351007,
http://www.ed.gov/databases/ERIC_Digests/ed351007.html (24 September
2001).

173

Willis(b), B. (1992) 'Strategies for Teaching at a Distance' ERIC Digest - ERIC
Clearinghouse on Information Resourees Syracuse NY, , ED351008,,
http://www.ed.gOv/databases/ERIC_Digests/ed351008.html (18 July, 2001).
Wolf, R. M. (1991) 'In Memoriam - Robert Thorndike' Educational Researcher,
April, 22-23.
Wulf, K. (1996) 'Training via the Internet: Where Are We?' Training and
Development, Vol. 50, No. 5, 50-55.
Yoakam, M. (1995) (Online) IPSE - Distance Learning,
http://www.ihets.org/consortium/ipse/fdhandbook/dist_lm.html (July 25,
2001).

Young, J. R. (1997 (3 October)) 'Rethinking the role of the professor in an age of
hightech tools' The Chronicle of Higher Education, Vol. 44, No. 36, sec. A26A28.
Young, J. R. (1998 (15 May)) 'A year of Web pages for every course: UCLA debates
their value' The Chronicle of Higher Education, Vol. 44, No. 36, sec. A29.
Zigerell, J. (1991) The Uses of Television in American Higher Education, Praeger
Press, New York.

174

Glossary

175

Audiocassette: The lecture is recorded onto an audiocassette and then posted onto the
students who play it back on a cassette player.
Audio conferencing: This is either a regular telephone call between the instructor and
student or it can be a conference call between a group of people in different places.
CD ROM Courses: These are core course notes delivered in the form of a computer
based training package on a CD ROM.
CD with Web Front End: This method is used for delivering core course material.
The main part of the material is put on a web site and the remaining material that is
high in file size is delivered to the student on CD ROM. Therefore, when the student
clicks on something on the website that is high in file size the computer accesses it
from the CD ROM thus cutting down on time spent waiting for material to download.
Desktop (computer) audio conferencing: This is a form of voice communication
using the Internet. An application such as Microsoft Net meeting could be used to
facilitate this. The participants use computer microphones to talk to each other.
Desktop (computer) Videoconferencing: This is a fomi of video communication
using the Internet. An application such as Microsoft Net meeting could be used to
facilitate this. The participants use computer microphones to talk to each other and
web cams are used to transmit the video signal.
Electronic Chat: This is an Internet based synchronous communication method. It
involves the person logging into a chatroom on the Internet and typing (instead of
talking) to the others in the room.
Electronic mail: This is an asynchronous communication method. It uses the
Internet infrastructure but is based on the traditional postal system. The participant
enters the electronic address of someone and then writes to them electronically.
Face-to-Face: This is the traditional educational method where the instruetor and
students come together face-to-face in a classroom.
Online Courses: Core course notes are delivered over the Internet in the form of an
interactive web based training package. Students log onto the website to access them.
Printed Material: Core course material is designed instructionally and compiled into
a printed manual, which is then posed to the students.
Threaded Discussions: An asynchronous form of electronic discussion. Students or
instructors type questions, answers or just comments on an Internet discussion board
and other students can respond to these.
Videocassette: Lectures are recorded onto a videocassette, which is then posted to
the students who play it back on the television a video player.
Videoconferencing: Videoconferencing is an audiovisual link between two or more
geographically remote sites using an ISDN connection.
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Distance Learning Delivery Methods Questionnaire
Thank you for taking time to complete this questionnaire as part of a research project
designed to collect data about the various distance learning delivery methodologies. I
value your participation and thank you for committing your time and effort. Your
responses will be strictly private and confidential. Please complete the questionnaire
by clicking on the box, which corresponds to your answer. You may comment in the
places provided.

Section One
Gender:
Male
Female

EH
□

2. Age group:
Under 20
21 -25
26 - 30
31-35
36-40
Over 40

3. Education prior to taking the programme:
Number of years at before university___
Number of years at university_______

4. Name of College/Institution running this course:

5. Title of course run by distance learning:

6. Duration of course (number of weeks/years):
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Section Two
7. How often, if ever, were each of the following Distance Learning Delivery
Methods used in the delivery of your course? Please click on the box
corresponding to your answer.
Delivery Method

Never

Occasionally

Frequently

Much of
the time

Videocassette
Videoconferencing
Desktop (computer)
Videoconferencing
Audio cassette
Audio conferencing
Desktop (computer) Audio
conferencing
Electronic mail
Threaded discussions
Electronic Chat
CD ROM
CD ROM with web front end
Web pages/online courses
Face-to-face
Printed material
Comments:
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8. Selecting the delivery methods relevant to your course, please indicate what
they were used for? e.g. Videocassette was used to deliver practical classes
such as science experiments.
What it was used for

Delivery Method
Videocassette
Videoconferencing
Desktop (computer) Videoconferencing
Audio cassette
Audio conferencing
Desktop (computer) Audio conferencing
Electronic mail
Threaded discussions
Electronic Chat
CD ROM
CD ROM with web front end
Web pages/online courses
Face-to-face
Printed material
Comments:

9. Selecting the delivery methods relevant to your course, please indicate what you
thought of it as a way of learning? (Please click a box between 1 and 5, 1 being
Very Poor and 5 being Very Good)
Delivery Method
Videocassette
Videoconferencing
Desktop (computer) Videoconferencing
Audio cassette
Audio conferencing
Desktop (computer) Audio conferencing
Electronic mail
Threaded discussions
Electronic Chat
CD ROM
CD ROM with web front end
Web pages/online courses
Face-to-face
Printed material

1

2

3

4

5

Comments:

181

10. Selecting the delivery methods relevant to your course, please indicate whether
you found it an interesting or dull method of delivery? (Please click a box between
1 and 5, 1 being Extremely Dull and 5 being Extremely Interesting)
Delivery Method
Videocassette
Videoconferencing
Desktop (computer) Videoconferencing
Audio cassette
Audio conferencing
Desktop (computer) Audio conferencing
Electronic mail
Threaded discussions
Electronic Chat
CD ROM
CD ROM with web front end
Web pages/online courses
Face-to-face
Printed material

1

2

3

4

5

Comments:

1. Selecting the delivery methods relevant to your course, please indicate whether
you found it Very Easy or Very Difficult to use? (Please click a box between 1
and 5, 1 being Very Difficult and 5 being Very Easy)
Delivery Method
Videocassette
Videoconferencing
Desktop (computer) Videoconferencing
Audio cassette
Audio conferencing
Desktop (computer) Audio conferencing
Electronic mail
Threaded discussions
Electronic Chat
CD ROM
CD ROM with web front end
Web pages/online courses
Face-to-face
Printed material

1

2

3

4

5

Comments:
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Section Three
12. Why did you choose to take this course through Distance Edueation rather than
the traditional classroom method?

13. How many distance-learning courses have you taken before?

14. Would you take a distance-learning course again if it were delivered using the
same delivery methods?
Yes □
No □
Comments:

5. General comments:

Thank You For Completing This Questionnaire
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The following is a list of all institutes contacted as part of this survey.
Title of Institute
1

Fachhochschule Emden, Germany

2

H Dresden, Germany

3

Fachhochschule Nordhausen, Germany

4

Fachhochschule Flensburg, Germany

5

Fachhochschule Bonn, Germany

6

Fachhochschule Anhalt, Germany

7

La Rochelle, France

8

L'Institute Universitaire Technologic Lannion, France

9

Alicante, Spain

10

Mercuria Business School, Finland

11

Pohjois Savo Polytechnic, Finland

12

HS Diemen, Netherlands

13

Sundsvall, Sweden

14

Vaxjo University, Sweden

15

Dennis Gabor College of IT, Budapest, Hungry

16

St Andrews University, Scotland

17

The London College, University College Kensington

18

The University of Leicester

19

Open University, Belfast

20

Oscail, Dublin City University, Ireland

21

University College Dublin

22

Dublin Institute of Technology

23

University of Limerick, Ireland

24

University College Galway, Ireland

25

The Open Training College, Dublin, Ireland

26

Institute of Technology, Tralee, Ireland

27

Institute of Public Administration, Dublin, Ireland
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Email to participants
This email was sent to a contact in all of the institutes listed in Appendix 2.

Dear

Gerard O' Carroll (of the International Office) in the Institute of Technology Tralee
gave me your email address.

My name is Deirdre Kiely. I am a postgraduate student at the IT Tralee. I am working
on a Masters in the area of Open Distance Learning. As part of my project I have
designed an online questionnaire to obtain feedback from students who have already
taken a distance learning course.

I would be obliged if you would assist me in my study by asking your distance
learning students to complete my questionnaire. The following link will take you to
the online questionnaire:
http://www.odlquestion/mindsted.com

You can simply email this link to your Distance Learning students and ask them to
complete the questionnaire. It is Just a matter of answering some questions and
clicking the submit button and I will have the results immediately.

Yours sincerely,

Deirdre Kiely
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Titles of distance learning courses taken by those surveyed
1. EB0050 Europreneurship
2. European Entrepreneurship
3. Certificate in First Line Man
4. IMl Supervisory Management Certificate
5. IMI Certificate in Supervisory Mgt.
6. Bachelor of Business Studies
7. BSc in Hospitality and Tourism management
8. XML basic course
9. XML basics
10. The Basics of XML
11. Medieninformatik
12. Bachelor of Science - Computer Science in Media
13. Medieninformatik
14. B.Sc. Medieninformatik (Computer Science and Media?)
15. Bachelor of Science
16. Bachelor of science in computer science
17. Media Computer Science
18. Media Computer Science
19. Degree on IT Engineering
20. Information Technology
21. Medieninformatik
22. Media Computer Science
23. Graduate Cert, in Technical Communication
24. Graduate Certificate in Technical Communication
25. Bachelor of Arts
26. Asia studies
27. Certificate in Social Care followed by Diploma in Social Care
28. Certificate in Sexual abuse
29. BA History
30. Asia studies
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During their distance learning courses, candidates used email for the following
reasons:
To ask questions
To talk to other students
Information and announcements
Delivery of tests
Delivery of exam results
Make appointments with mentor
Advice and comments
Class notes sent after class
During their distance learning courses, candidates used threaded discussions for the
following reasons:
To ask questions and store responses
To talk to other students
Information
Comments on the course
To discuss problems
Class discussions
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Complete list of reasons why candidates chose Distance Learning
1. We didn't have this course in our school.
2. As a subject, XML programming is very interesting and useful (in future). Our
school didn't have such a course to offer.
3. There were not this kind of course in our own school.
4. So I could stay in full-time employment and so that I could keep financially
afloat.
5. lam working full-time so the distance learning option is the most convenient.
Also the course is available only in Limerick and I'm living in Dublin.
6. Left college - Work related.
7. Private reasons, didn't want to move.
8. It's the best and for me the only way to get new Impulses besides work and
family.
9. I'm working and I have a family, so I have to plan my time very well.
10. I'm studying besides work.
11. I was not in a position to give up work to study full time so part-time, distance
learning suited me.
12. It's an interesting thing to do a course between family and work.
13. I have got a full time Job at the same time.
14. It's an interesting thing to do a course between family and work
15. First it was the topic I was interested in and second it was part of the national
Asia program and I wish to have more information about the Asian politics
and culture from that course than Mercuria's own course might give.
16. It was offered to us.
17. In our College we use distance education and traditional classroom methods as
well in the traditional (non distance) education, what I attend.
18. Because I am working at this time.
19. It was offered this way.
20. I wanted to work with people with learning disabilities.
21.1 would not have managed a full time classroom method as I am working full
time and also a mother of three.
22. It was organised for me through work.
23. Distance to Tralee is approx. 54 miles which was too far to travel. The course
was only available at a distance in Caherciveen so it was the only option.
24. Only way I could take the course without travelling.
25. Convenience and a need to be able to work full time while studying.
26. Work and time commitments. Also this course is not available as a distance
learning course in Ireland.
27. I am working full time so I couldn't take the course by day - this was the best
option.
28. I'm working so this course allowed me to work and study.
29. A very interesting topic and also I was working at the same time so it was
better option.
30. I am working also so this was the best option for study.
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